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CRISTOL, DEAN S., Ph D. Development of Preservice Elementary 
Teachers' Multicultural Education Perspectives. (1995) 
Directed by Dr. Ceola Ross Baber and Dr. David Strahan. pp. 325. 
The purpose of this study was to examine how elementary 
preservice teachers developed multicultural education perspectives 
during their professional studies. This study concentrated on the 18 
members of an inquiry team at the UNCG's School of Education 
Professional Development Schools teacher education program. The 
three areas of the study were: (1) what were the preservice 
teachers' perspectives (beliefs, attitudes, and values) toward 
multicultural education as they completed their final year of 
professional course work and internships, (2) how did the preservice 
elementary teachers describe the evolution of their multicultural 
education perspectives during the two years of professional studies, 
and (3) how did the preservice elementary teachers connect 
multicultural education perspectives with classroom practices 
during their student teaching? 
The naturalistic paradigm of research was used to study the 
emerging multicultural education perspectives of the members of 
the inquiry team during the two years of professional studies. The 
investigator employed four ethnographic techniques to collect data: 
archival data, classroom observations, multicultural education 
inventory, and interviews with the preserv!ce teachers. A two-tier 
data analysis was conducted. The data were analyzed subject-by-
subject and across subjects. 
The data indicated (1) that the pre service teachers 
demonstrated different levels of multicultural awareness, (2) they 
also experienced different stages of development as their 
multicultural education perspectives evolved, and (3) their ethnic 
and cultural identities influenced the levels of their multicultural 
education perspectives. 
This study revealed that early, consistent, and prolonged 
exposure to multicultural education issues will affect the 
multicultural perspectives of most preservice teachers. This study 
also provided the availability of authentic examples as a guide for 
the development of multicultural perspectives inpreservice 
teachers. 
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CHAPTER I 
OVERVIEW OF THE STUDY 
Introduction 
The current and anticipated increases of non-White students 
and children living below the poverty level are compelling many 
colleges and universities to reexamine their teacher preparation 
programs. Through this reexamination process, many institutions 
are making a commitment to the incorporation of a multicultural 
education perspective in their teacher preparation programs 
(Gollnick, 1992). While commitment to multicultural education is 
commendable and needed, these institutions must also learn to 
understand the complexities of multicultural education (Dana, 1992; 
Gay, 1983, 1986; Grant & Koskela, 1986; Mitchell, 1987). 
Sleeter and Grant (1987, 1988, 1993) addressed these 
complexities through their analysis of various approaches to 
multicultural education. Their work yielded five conceptually 
different approaches that educational institutions have carried out 
in the name of multicultural education. Two approaches, human 
relations and teaching the culturally different, focus on changing 
attitudes to increase tolerance toward differences and increase the 
achievement of students of color. The other three approaches, 
single-group studies, multicultural education (or cultural 
democracy), and education that is multicultural and social 
reconstructionist, focus on empowering students and teachers 
toward collective social action and achievement. 
Banks and Banks (1993) described four goals of multicultural 
education that educators can incorporate into their instruction. 
These goals are 1) content integration, 2) the knowledge 
construction process, 3) an equity pedagogy, and 4) an empowering 
school culture. Content integration involves teachers using 
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examples and content from a variety of cultures in their teaching. In 
the knowledge construction process, the teacher's role is to "help 
students understand, investigate, and determine how the implicit 
cultural assumptions, frames of references, perspectives, and 
biases within a discipline influence the ways that knowledge is 
constructed" (Banks and Banks, 1993, p. 23). Teachers who use 
equity pedagogy alter their methods of instruction to increase the 
academic achievement of students from diverse racial, cultural, 
gender, and social-class groups. An empowering school culture 
occurs when all the school's processes and systems are examined to 
create a culture that empowers students from diverse racial, ethnic, 
gender, and social-class groups. 
From the work of Banks and Banks and Sleeter and Grant on 
multicultural education, the investigator deveioped an interest in 
the incorporation of multicultural education within the preservice 
teacher education process. This investigator's interest led to a 
,.., 
.) 
study focussed on understanding and describing preservice teachers' 
multicultural education perspectives following two years of 
professional studies. 
This investigator entered the field of multicultural education 
research with the belief that multicultural teacher education is a 
necessary and fundamental part of the educational process. 
Educators cannot neglect that students come from various 
sociocultural backgrounds, which have different communication 
styles, orientation modes, social values, and intellectual modes 
(Longstreet, 1978). This investigator maintains that all educators 
must begin the process that will lead to a teaching perspective that 
acknowledges and celebrates the uniqueness of the individual 
student. 
As educators begin to accept an approach to learning and 
teaching that is inclusive, they will need guidance during the 
process of becoming a competent multicultural educator. Gay (1986, 
1989) presented a set of competencies for teachers to reach this 
goal: 
(1) "Become familiar with the attitudes and behaviors 
(educators) have toward different ethnic groups and how 
these are habitually exhibited in their school functions .. 
(and) understand the effects of these on students, relative 
to self-concepts, academic abilities, and educational 
opportunities available to students" (Gay, 1989; p. 183). 
(2) Acquire the knowledge concerning ethnic groups' histories 
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and heritages, life experiences, and interactional styles to 
bridge the gap between the cultural values and behavioral 
codes of themselves and their students (Gay, 1986). 
(3) Develop the skills to meet the educational needs of ail 
children, such as: different learning and teaching styles; 
creating a supportive environment; reduction in stress, 
tension, and conflict; selection of materials; and 
introducing different perspectives, aspirations, and 
experiences (Gay, 1989). 
(4) Develop the respect and the appropriate communication 
skills when interacting with parents and the community 
(Gay, 1989). 
Teacher education programs must become more multicultural 
to prepare teachers to meet the challenges presented by culturally 
diverse classrooms. As preservice teachers become multicultural 
educators, their students will experience a sense of liberation from 
the customary constraints practiced by traditional educators. 
Traditionally, education has placed the teacher as the source of 
knowledge and the students as being the passive recipients of that 
knowledge. Educators who practice multicultural education in their 
classrooms become students themselves. They are in a constant 
state of learning about and providing for the needs of their students. 
This liberating learning and teaching process creates an educational 
culture that is reacting and changing itself to meet the needs of the 
students. 
Statement of the problem 
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Multicultural education has been a controversial topic in the 
field of education for the last twenty years. Recently, multicultural 
education has become a focus in studies for the preparation of 
teachers (Grant & Secada, 1990; Marshall, 1992; Moore and Reeves-
Kazelskis, 1992; NCATE, 1990). These studies explored ways to 
develop and implement multicultural teacher education perspectives 
in order for teacher education programs to become more effective in 
training preservice teachers. While these studies have provided a 
theoretical framework for the development of multicultural 
education teacher preparation programs, there is still a paucity of 
well-grounded multicultural teacher education research. 
This study added to the theoretical framework by investigating 
how each member of a team of preservice teachers developed their 
multicultural education perspectives or propriospects during a two-
year professional studies program. Preservice teachers' 
perspectives or propriospect represent perceptions of multicultural 
education as they progressed through the professional studies 
program. An emergent design aliowed the investigator to understand 
and describe the developmental changes related to multicultural 
education each preservice teacher underwent as she completed her 
professional studies. 
The research questions were: 1) what were the preservice 
teachers' perspectives (beliefs, attitudes, and values) toward 
multicultural education as they completed their final year of 
professional course work and internships, 2) how did the preservice 
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elementary teachers describe the evolution of their multicultural 
education perspectives during the two years of professional studies, 
and 3) how did the preservice elementary teachers connect 
multicultural education perspectives with classroom practices 
during their student teaching? 
Overview of the Study 
The predominant assumption of this study was that 
multicultural education offers teachers a philosophy to guide them 
in discovering the unique capabilities of each student in their 
classroom. This discovery process provides a means for teachers to 
develop an equitable education for all their students. 
Also, this study was a way to understand the research 
principles the investigator will need to extend this type of research 
into longitudinal studies. While the questions would be similar to 
the present study, preservice teachers would be followed from the 
beginning of their professional studies to their first years as 
professional educators. This future research will provide a fuller 
understanding of how teachers develop and maintain a multicultural 
education perspective. 
This investigator had several roles while conducting the study, 
participant-observer, the interviewer of the participants, and 
analyzer of the archival data. During the 1993-94 academic year, 
the investigator became a participant observer, while also assuming 
the role of university supervisor for an inquiry team of preservice 
teachers. The tensions that arose from tnis duality created both 
strengths and limitations for the study. The strengths were the 
development of proximate relationships through the actions and 
responsibilities as their university supervisor. The preservice 
teachers became familiar and comfortable with this supervisor and 
began seeing him as a trusted facilitator in their growth as 
teachers. For some preservice teachers he became a confidant and 
friend. As the trust became solidified, the investigator shifted 
roles easily from university supervisor to participating observer. 
At times the two roles were difficult to separate, because both 
roles required the understanding of the complex nature of each 
preservice teacher's thought processes and the performance under 
many teaching and learning situations. 
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The predominant limitation was the investigator's known 
advocacy for multicultural education. This investigator had to 
separate the preservice teachers' actual multicultural education 
perspectives from those statements seeking the approval of this 
university supervisor. Therefore, the investigator framed questions 
which allowed the preservice teachers to reveal their true 
perspectives about multicu!tural education. 
This investigator explained to the preservice teachers that 
this duality would not interfere with each role's responsibilities. 
He insured them that the activities for data collection would not 
interfere with university supervision. At the beginning of the study, 
he explained to each preservice teacher what their responsibilities 
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for the study were: the interviews, the multicultural inventory and 
classroom observations. This investigator assured the preservice 
teachers that any extra responsibilities to their student teaching 
would be done at their own convenience and mostly would take place 
at their student teaching school. 
A second limitation was that the four sources of data had the 
potential to be biased. The five sources were: 1) archival data, 2) 
classroom observations, 3) multicultural education inventory, and 4) 
summary interviews with the preservice teachers. The sources 
were not literal recordings of events, but subjective interpretations 
of the preservice teachers' actions and wr!tten and verbal 
presentation of their beliefs and ideas. Triangulation of the data 
provided a way to corroborate the data sources (Fetterman, 1989). 
For example, the archival data was triangulated with written 
responses to the inventory, the classroom observations and verbal 
responses during the summary interviews. 
The data collection was limited by two factors. The first 
factor was the time period of the data collection. The achival data 
was collected prior to the student teaching semester. This data was 
taken from each preservice teacher's portfolio, maintained during 
the three previous semesters to student teaching by the professor in 
charge of the inquiry team. There was a potential for 
misinterpretation of the archival data, because the data was 
collected previous to the study and not by the investigator. While, 
the teaching observations, the inventory and the interviews were 
collected during the student teaching semester by the investigator. 
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The second factor was the difficulty in making the collection 
of data as unobtrusive as possible. This investigator had to make 
sure that the required activities for data collection did not interfere 
with the preservice teachers' normal functions as student teachers. 
Therefore, a significant portion of the data was collected through 
the investigator's usual responsibilities as their university 
supervisor. 
Significance of the Study 
The study was guided by the belief that multicultural 
education empowers all students through teaching and learning by 
validating their experiences and identities through the nurturing 
aspects of cultural pluralism. Cultural pluralism promotes equality 
and equity, and incorporates a process for social justice. 
Multicultural educators must immerse themselves in 
interdisciplinary curricula whose aim is to change ethnic, racial, 
and social class attitudes to become sensitive to cultural 
differences (Cristo!, Hoover & Oliver, 1994). 
This study provides a framework for teacher educators to 
begin reexamining their teacher education programs. For teacher 
educators who are beginning a reexamination process. this study 
provides valuable information on the multiculturai developmental 
processes preservice teachers undergo as they emerge from a 
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professional studies program. This study reveals some problems and 
successes preservice teachers' encounter as they develop a 
multicultural perspective. Teacher educators can apply this 
information to restructure their teacher education programs, in 
order to meet the demands of a multicultural society. Also, this 
study illustrates how sociocultural differences influence preservice 
teachers' decisions throughout their professional studies. Teacher 
educators can make stronger connections with preservice teachers 
and the public school students, especially those individuals whose 
sociocultural backgrounds are different from their own. 
Definition of Terms 
Culture: "consisting of standards for deciding what is, standards for 
deciding what can be, standards for deciding how one feels about it, 
standards for deciding what to do about it, and standards for 
deciding how to go about it" (Goodenough, 1963, pp. 258-259). 
Cultural pluralism: "is a process of compromise characterized by 
mutual appreciation and respect between two or more ethnic groups 
In a culturally pluralistic society, members of different groups are 
permitted to retain many of their cultural ways, since they conform 
to those practices deemed necessary for the survival of the society 
as a whole" (Bennett, 1990, p. 86). 
Ethnicity: individual groups of people who share a common set of 
values, experiences, behavioral characteristics. linguistic traits 
that differ from those of other ethnic groups within the society 
(Banks & Gay, 1978). 
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Inquiry teams: teams of 25-30 preservice teachers who are assigned 
a faculty leader and a full-time graduate assistant. The team will 
work with the university and the assigned Professional Development 
Schools to develop a series of systematic field experiences over a 
four-semester period. The preservice teachers will take all 
education courses with other team members beginning in their 
Junior year. 
Multicultural education: "means of empowering all students through 
teaching and learning. Empowerment validates the experiences and 
identities of students, promotes equality and equity by nurturing 
culturai pluralism, and incorporates a process for social justice" 
(Cristol, Hoover & Oliver, 1994). 
Perspectives: the beliefs, attitudes, and values people hold for an 
idea, concept, or philosophy. The development of each person's 
perspectives is from past and present experiences. 
Propriospect: an individual's "private, subjective view of the world 
and its contents-his (her) personal outlook ... various standards for 
perceiving, evaluating, believing, and doing that he (she) attributes 
to other persons as a result of his experience of their actions and 
admonitions" (Goodenough, 1981, p. 98). 
Conclusion 
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In summary, this chapter presented a rationale for 
multicultural teacher education. The concept of multicultural 
teacher education was presented as the framework for this study. 
The purpose of this study was to provide the multicultural education 
research community and teacher educators with a description of the 
development of multicultural education perspectives in a team of 
preservice teachers as they emerged from two years of professional 
studies. 
The following chapter is a review of the literature for this 
study. The review provides a definition of multicultural education 
which leads to a description of Goodenough's (1981, 1983) concept 
of culture. This is followed by a discussion of Sleeter and Grant's 
(1987, 1988, 1993) approaches to multicultural education which is 
the focus for the section on programmatic approaches. The need of a 
multicultural education perspective in the educational system and 
the effects multicultural education has on professional studies is 
then described. This leads to a discussion of the developmental 
processes of preservice teachers' orientations toward cultural 
differences. The review of the literature concludes with an 
exploration of the developmental processes preservice teachers 
undergo. 
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CHAPTER II 
REVIEW OF RELEVANT LITERATURE 
In recent years, the public educational system of the United 
States has been going through a realization process, related to 
multicultural education. The public, along with educators and 
politicians, ha~ ~ome to a stronger understanding that diverse 
peoples make up the population of the United States. Many ethnic 
and cultural groups have publicly proclaimed that they perceive 
education differently from the traditional ways of educating the 
young in the United States. The aim of multicultural education is 
how to best serve the educational needs of all the young people of 
the United States. Presently, many educational leaders are grappling 
with the problem of how to incorporate the aim and goals of 
multicultural education in providing an equitable education for a 
diverse student population. 
The literature reviewed for this study begins by defining 
muiticultural education from many perspectives which leads to the 
concept of culture for this study. Several multicultural educators' 
description and beliefs of culture are presented. Anthropologist 
Ward Goodenough's (1981, 1963) concept of culture follows these 
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descriptions. His concept of culture became the guiding concept for 
this study. Once culture is described in the context for this study, a 
description of the programmatic approaches to multicultural 
education is presented, focussing on Sleeter and Grant's (i 987, 
1988, 1993) work on the five approaches to multicultural education. 
This investigator then argues for a need for a multicultural 
education perspective in the educational system. Following this 
argument for multicultural education, a rationale concerning why all 
preservice teachers need to understand the impact teacher training 
programs have upon the individual teacher's methods used in the 
classroom is presented. This leads to a discussion of the 
developmental processes of preservice teachers' orientations 
toward cultural differences. This discussion goes beyond 
multicultural issues and presents the developmental processes 
preservice teachers undergo that are common for any change in an 
individual. The concluding section is a presentation of the 
philosophical framework for this study which comes from the belief 
that multicultural education is a means of empowering all students 
through teaching and learning. 
Multicultural Education Defined 
Many authors (Banks & Banks, 1993; Bennett, 1990; Sullivant, 
1993; Haberman, 1988; Sleeter, 1991; Nieto, 1992) have presented 
distinct conceptions or definitions of multicultural education. 
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According to Banks and Banks (1993), multicultural education 
must focus on the belief that all students-regardless of their gender 
and social class and their ethnic, racial or cultural characteristics-
should have an equal opportunity to learn in school. This belief 
contradicts the established systems in many schools, which 
perpetuate the attitude that "some students because of certain 
characteristics, are better able to succeed in currently structured 
schools than do students who belong to other groups or have 
different cultural characteristics" (Banks and Banks, 1993, p. 3). 
Bennett (1990) defined multicultural education as "an approach 
to teaching and learning that is based upon democratic values and 
beliefs, and seeks to foster cultural pluralism within culturally 
diverse societies and an interdependent world" (Bennett, 1990, p. 
11 ). She further defined multicultural education as an ideal state of 
society characterized by equity and mutual respect among all groups. 
Sullivant (1993) defined multicultural education as process 
where teachers "need to be sensitive to the possible ways that the 
cultures of students may influence their behaviors, perceptions, and 
attitudes" (Sullivant, 1993, p. 42). While teaching about ethnic 
groups' customs, heritages, history, and aesthetic aspects are 
important, Sullivant contended that teachers must confront the 
power relationships in a pluralistic society to help students take 
their place in it. He stated, "if students are treated honestly in 
matters of power and control, they will be prepared to develop more 
realistic sets of values rather than suffer the disillusionment and 
alienation so apparent in many schools " (Sullivant, 1993, p. 45). 
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Haberman (1988) described multicultural education as a 
method to "prepare all Americans for functioning on three levels: as 
individuals, as members of some subgroup or subculture, and as 
effective participants in the general American society" (Haberman, 
1988, p. 101 ). In this definition a student learns the methods that 
enhance their personal differences within their own subgroup and 
the larger American society. The goal for this learning axperience is 
for students to become a functioning member within their subgroup 
and American society. 
Nieto (1992) defined multicultural education as a "process of 
comprehensive and basic education for all students" (Nieto, 1992)p. 
307). She believed multicultural education is a challenge and 
rejection of racism and other forms of discrimination in school and 
society and "accepts and affirms the pluralism (ethnic, racial, 
linguistic, religious, economic, gender, etc.) that students, 
communities, and teachers represent" (Nieto, 1992,p. 307). She 
maintained that multicultural education furthers democratic 
principles of social justlca by focusing on knowledge, reflection, 
and action as the basis for social change. 
Sleeter (1991) defined multicultural education in terms of 
race, ethnicity, language, gender, multiple forms of oppression, 
social class, and disability. She perceived multicultural education 
as a multifaceted approach, encompassing and empowering all types 
of people. To accomplish a social reconstructionist approach, 
teachers must build coalitions between various oppressed groups 
and dominant groups by teaching directly about political and 
economic oppression and discrimination. According to Sleeter, 
schools that link empowerment and multicultural education create 
an atmosphere for social change and extensive school reform 
becomes a reality. 
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This study's definition for multicultural education was derived 
from Sleeter's work on empowerment through multicultural 
education. Multicultural education is a "means of empowering all 
students through teaching and learning. Empowerment validates the 
experiences and identities of students, promotes equality and equity 
by nurturing cultural pluralism, and incorporates a process for 
social justice" (Cristo!, Hoover & Oliver, 1994). 
Concept of Culture 
The knowledge of the concepts of culture and how they fit into 
the conceptions of multicultural education is a practical and 
essential discussion, because many mu!ticultural educators have 
borrowed their definitions from anthropologists and sociologists. 
Bennett's (1990) definition explored the notion that culture is a 
system of shared knowledge and beliefs that shape human 
perceptions and generates social behavior. Tiedt and Tiedt's (1990) 
definition included values, beliefs and behaviors that are common to 
a large group of people. Their definition encompassed a shared 
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language and folklore, ideas and thinking patterns, communicative 
styles, and the truths accepted by members of the group. Nieto's 
(1992) view of culture is similar to the previous authors. She 
described culture as consisting of changing values, traditions, social 
and political relationships. She included a worldview shared by 
people with a common history, geographic location, language, social 
class and/or religion. 
Hernandez (1989) an educational scholar provided a more 
thorough anthropological definition of culture. She defined culture 
as created collectively by humans and consisting of interrelated 
components: artifacts, social and behavioral patterns, and mental 
products. She introduced a second component that culture is a 
"universal, human phenomenon that is cumulative, integrated, 
pervasive, and psychologically real" (Hernandez, 1989, p. 20). She 
divided culture into four different types: (1) ideal culture-what 
people say they believe or how they will behave; (2) real culture-the 
actual behavior of people; (3) implicit culture-things that people 
take for granted and are covertly expressed, examples are values, 
attitudes, assumptions and beliefs; and (4) explicit culture-things 
that are visible or verbally expressed, examples are dress, housing, 
speech, and concrete behavior. 
Bullivant (1993) defined culture as a device for a group's 
survival. It consists of "the public knowledge and conceptions 
embodied in the behavior and artifacts, or cultural form, which 
enable the group to adapt to three kinds of environments: the 
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natural, the social, and the metaphysical" (Sullivant, 1993, p. 45). 
Sullivant linked an anthropological view of culture to multicultural 
education by emphasizing the practices and information one must 
attain to function successfully in a multicultural society. 
Multicultural education programs must not only stress an: 
ethnic group's customs, heritage, history, and aesthetic 
aspects, (but) confront power relationships in a pluralistic 
society which will help students take their places in it . . . by 
being treated honestly in matters of power, control, young 
people may be encouraged to develop more realistic sets of 
values rather than suffer the disillusionment and alienation so 
apparent in many schools (Sullivant, 1993, p. 45). 
While this definition allowed for a clearer understanding of culture, 
it did not completely describe what was the content of culture. 
Anthropologist Ward Goodenough (1963) defined culture as 
"consisting of standards for deciding what is, standards for deciding 
what can be, standards for deciding how one feels about it, 
standards for deciding what to do about it, and standards for 
deciding how to go about it" (pp. 258-259). Goodenough's model of 
culture provided a complete conception of the content of culture. 
From these standards a person creates their own propriospect or 
personal view of the world. Goodenough (1981) maintained that to 
understand the content of culture one must go beyond the content of 
language and "take account of the entire range of phenomena-
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behavioral and nonbehavioral alike-that enter into human experience 
and that are the subject matter of learning" (Goodenough, 1981, p. 
61 ). Goodenough's (1963) description of the content of culture 
contained nine components: (1) forms, (2) propositions, (3) beliefs, 
(4) values, (5) rules and public values, (6) recipes, (7) routines and 
customs, (8) systems of customs, and (9) meaning and function. 
Forms are organizations of words that describe events or 
things in our lives triggered by our senses. Words that explain 
taste, smells, color or shapes allow us to distinguish one from 
another. Language describes each aspect of our experiences. While 
some distinctions are easily understood, others distinctions are 
difficult or impossible to comprehend. An example, is that we learn 
the names of people who are important to us and continue to 
remember their names since they remain important to us. For other 
people we do not know, we put them into broad categories such as 
class, race, ethnicity, gender, region and nation. Language provides a 
way to understand a culture's forms, through observing what people 
respond to verbally and nonverbally. 
Propositions are relations we discern among forms. Some 
propositions develop from experiences with forms, while others do 
not. Propositions allow people to manipulate forms to anticipate 
the future, thus providing an ability to produce an imagination. 
Language becomes an "objectifying codifier of experience and at the 
same time as a calculus for manipulating it imaginatively, is the 
prime factor responsible for the complexity and power of human 
knowledge" (Goodenough, 1963, p. 69). 
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Beliefs are propositions accepted to be true, by valuing the 
beliefs in some way. Some beliefs are held contrary to empirical 
evidence. When challenging a person's beliefs by providing empiricai 
evidence, the person often becomes disturbed and does not 
necessarily accept the evidence to be true. When there is 
construction of postulates that rationalize experiences and clear up 
inconsistencies learning exists. There are three types of beliefs: (1) 
rooted in daily experiences and become self-evident truths; (2) 
inferences drawn from systems and deemed logically consistent; and 
(3) postulates that integrate the first two beliefs because they are 
logically in nature. Commitment to a belief or a set of beliefs 
varies among individuals. For groups to accept a postulate there 
must be an accepted knowledge by the group that the propositions 
are truthful, although the individual might have other views, these 
are public beliefs. 
Values are "how people associate things with their inner 
feelings and with their gratification of their wants and needs" 
(Goodenough, 1963, p. 74). The value of an object can produce both 
negativ~ and positive feelings. Each perscn values things in 
different ways, even if people have had very similar experiences 
growing up. These same people may value most things in a similar 
way, but not necessarily the same way, which produces a "social 
solidarity." 
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Wants are not usually individually acquired, but acquired 
through the cooperation of others. Estaoiishing rules and public 
values decide "how rights and privileges in persons and things are to 
be socially distributed" (Goodenough, 1963, p. 76). These rights and 
privileges define the limitations of gratification and of behavior and 
are etic ideas for studying the social and culture relationships. The 
rules are for people to follow in governing their conduct. Within the 
framework and design of rules, there has never been a system where 
everyone has the same rights and duties in relation to every other 
category. Therefore, some people will receive preferential 
treatment more than others within a system of public laws and 
rules. Those people who are benefiting the least from a system have 
no real incentive to follow the rules and public laws. 
Recipes are formulas that set conditions so objectives are 
met. Some recipes are for acquiring material goods, while other 
recipes are to get people to do things for others. Often, recipes are 
constructed by trial and error, while others are designed depending 
on how much is at stake. Alternate recipes are designed for security 
reasons, in case a recipe does not produce the expected results. 
Routines and customs are doing a recipe. Routines are personal 
habits or styles of doing a recipe. While customs are recipes that 
one regularly resorts to instead of alternate recipes or routines. 
Routines relate to the choice of a recipe and not to the actual 
execution of the recipe. After a period of time the routine becomes 
habitual and people become skilled at doing them. 
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Systems of customs are the institutionalization of recipes and 
routines, which leads to organized systems. These systems develop 
components that are dependent on each other. Changing or removing 
one can disrupt the entire system. Often, people become so 
committed to these systems, which they lose the ability to create 
alternate systems and attempt design their world so they will never 
need alternatives. 
The meaning and function of this model have both positive and 
negative qualities for people within a culture. Most people are often 
confused or uncertain about their custom. They see customs in 
personal terms, relating the customs to their own wants and 
concerns about the society as a whole. People's meanings and values 
of the customs change according to the changes experienced within 
the society. Also, within the changing society, new recipes develop 
and secondary recipes elevate to customary status, while other 
customary recipes become secondary. "A custom's function meaning 
and value are relevant for explaining why a given recipe continues to 
be a custom or why a given organization of things is maintained as 
an institution" (Goodenough, 1963, p. 95). 
D'Andrade (1984) characterized Goodenough's conception of 
culture as being similar to the bits in a computer or to the genetic 
information in a breeding population. Goodenough's conception is 
based on knowledge that consists of small chunks of information and 
stored as a large pool of information within the bounded social 
group. No single person can know all the information within the 
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culture. Therefore, the amount of information each person retains 
can vary widely across individuals and subgroups within a social 
group. Goodenough maintained that "culture consists of the criteria 
people use to discern the artifacts as having distinctive forms and 
the criteria people use to attribute meaning to them" (Goodenough, 
1981, p. 59). Goodenough contention was how the criteria learned in 
social exchanges can be public knowledge. 
Goodenough's (1981) model of culture should be a starting 
point for the development of a multicultural educational system. 
Although his model was not designed specifically for educational 
systems, it does provide insight into how people function in a social 
group. Educational systems or specifically, classrooms are 
organized social systems. These systems contain people whose 
cultural identity are linked to one another within the context of the 
educational setting. The function of these social systems are for 
the teacher to facilitate and provide an environment for students to 
develop their own propriospects. This issue will be further 
addressed in a later section. 
Goodenough's model provided a framework for the investigator 
to understand the operational complexities found in any culture. 
From this understanding, the investigator was better able to 
understand the observable interactions among the preservice 
teachers. 
Programmatic Aporoaches to Multicultural Education 
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Sleeter and Grant (1987, 1988, 1993) distinguished between 
five approaches to multicultural education: (1) human relations, (2) 
teaching the culturally different, (3) single group or ethnic studies 
model, (4) multicultural education or cultural democracy, and (5) 
education that is multicultural and social reconstructionist. 
The human relations approach comes from the context that the 
teacher believes the major purpose for school is to help students 
learn to live harmoniously, and students learn to respect one another 
regardless of race, class, gender, or disability to reach a goal of 
equality. The ultimate goal ls to create a society that promotes a 
feeling of unity, tolerance, and acceptance. This approach attempts 
to instill positive feelings by stressing group unity and pride for 
students of color, reduces stereotypes, and strives for the 
eradication of prejudices and biases. The curriculum for the human 
relations approach addresses individual differences and similarities. 
This is accomplished by providing accurate information about 
various ethnic, cultural, racial, gender, disability, and social class 
groups in which students are members. 
The teaching the culturally different approach comes from the 
belief that the teacher's responsibility is to prepare students of 
color, special education students, White female students, and low-
income students to fit into and achieve well into the existing school 
setting and the larger society. The goal of this approach is to equip 
these students with the cognitive skills, concepts, information, 
language, and values needed to become successful participants in the 
United States society. This approach is based on the premise that 
several students who represent these groups lack the necessary 
tools for success and are behind in the main subjects of the 
traditional curriculum. 
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The single group or ethnic studies approach focuses on the 
study of a particular group of people from a historical and current 
point of view. The goal is to raise the the social status of the group 
by understanding how the group has been historically oppressed and 
the achievements contributions and contributions to society. This 
approach believes that schools are political rather than neutral 
institutions and provides alternatives to the existing Eurocentric, 
male-dominated curriculum. The hope is for the students to develop 
more respect for the group and develop ways to improve the group's 
status in society. 
The multicultural education or cultural democratic approach is 
developed from the belief that students need "to reduce prejudice 
and discrimination against oppressed groups, to work toward equal 
opportunity and social justice for all groups, and to effect an 
equitable distribution of power among members of the different 
cultural groups" (Grant & Sleeter, 1993, p. 55). The goal is to 
transform all school systems regardless of the groups' 
representation at these institutions to become models of equality 
and pluralism. This approach assumes that all people can learn and 
perform at high skill levels. It is the role of the teacher to discover 
;-
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the uniqueness of the individual child and build on that uniqueness to 
promote the success of that child. 
The education that is multicultural and social 
reconstructionist is an extension of the multicultural education 
approach, by "educating students to become analytical and critical 
thinkers capable of examining their life circumstances and the 
social stratification that keeps them and their group from fully 
enjoying the social and financial rewards of this country" {Grant & 
Sleeter, 1993, p. 55). If they are members of the dominant group, to 
help them become critical thinkers capable of examining the reasons 
why their group enjoys certain rights exclusive to their status in 
society. All students are taught social action skills to participate 
in shaping and controlling their destiny. There are four practices in 
this approach: (1) democracy must be practiced in the schools; (2) 
students learn to analyze their own life circumstances; (3) students 
learn social action skilis to increase their chances for success; and 
(4) get oppressed groups to work together to advance their common 
interests. 
Banks (1983) maintained that racial attitudes and problems 
attached to those attitudes was the primary rationale for developing 
a multicultural perspective. He believed that multiethnic education 
"influences how our children and their children will deal with racial 
problems and conflict" (Banks, 1983, p.559). This belief provides a 
partial answer to the more complex nature of multicultural 
education, because multicultural means more than the culture of 
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race. As Goodenough's (1987) description of culture implies, it is 
impossible to describe people by a single characteristic because of 
the complexity of most macroculture settings. A comprehensive 
description must take place based upon a person's needed 
competencies within the society. For example, to identify a person 
as a Vietnamese-American is limiting, because it describes only one 
aspect of the person, their nationality. Other factors are equally 
important when describing a person, such as their gender, religion, 
age, and economic status. 
Grant and Sleeter (1986) further argued that to attend to only 
one status group (race, ethnicity, social class, or gender) 
oversimplified behavior analysis and may contribute to bias in each 
of these areas. By oversimplifying, a researcher is discounting the 
diversity found in the group they are investigating. This will lead to 
bias in the analysis, because the researcher is emphasizing only one 
status group in the study and ignoring other important aspects that 
describe the total person. They believed that for a complete and 
realistic analysis, researchers must investigate the diversity found 
in the members of the group rather than only Therefore, when 
developing a multicultural education model it is essential to not 
focus on one category, but integrate several categories of cultural 
diversity. 
Another factor in deciding what approach to take when 
developing a multicultural education model is to include the 
educational processes occurring outside the school setting. 
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Education is not just in the boundaries of the school, but in the 
larger sociopolitical context of education (Gibson, 1984). For 
example, political and social systems outside the school setting 
influence and determine the processes undertaken within the school. 
Often, these systems decide the content of the curriculum and often 
decide the processes to teach the curriculum. 
In this study, the researcher examined how influences outside 
the school setting possibly determine the processes the preservice 
teachers undertake in the classroom. These influences come from 
the University, the ethnic and cultural backgrounds of the preservice 
teachers, and the experiences the preservice teachers had when they 
went to public school. For most of the preservice teachers these 
influences set the stage for their behaviors as teachers in the 
classroom and conflict with a multicultural education perspective. 
The Need for a Multicultural Education Perspective 
There are compelling reasons to infuse a multicultural 
perspective into the educational system. Research has shown that 
children beginning at the ages of three or four years old are 
developing a gender and racial and/or ethnic identity. At this stage, 
children are not able to internalize the meanings of being a member 
of these particular groups until much later (Emihovich, 1988). As 
children become older, their ability to identify groups of people 
becomes more accurate. By eleven years old, children's rates for 
identifying groups of people reach levels of 83 percent accuracy 
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(Aboud, 1988). The ability for young children to identify groups of 
people based upon their microculture identities, provides the 
rationale for infusing multicultural education at the start of a 
child's formal education. Early infusion will help children positively 
identify with their own microculture identities, and help children 
understand other people's identities. Infusion of a multicultural 
education perspective must begin early and continually reinforced 
throughout a child's formal education experience. 
Identity development within the multicultural education 
philosophy begins at the point when the school experience relates a 
sense of equality in the educational process for all students. This 
must be in the curriculum, concentrating on the realities of 
pluralism and cultural diversity that exist within the society itself 
(Banks & Banks, 1993). 
The society Banks and Banks described is continually changing 
and becoming more culturally diverse. In 1984, 36 percent of the 
births in the Unites States were to people other than White, and by 
the year 2000, minority school age children will be 38 percent of 
the total minority population. Also, by the year 2000, 14 million 
immigrants from South America and Asia will have moved to the U.S. 
By the year 2020, the minority population will be 33 percent of the 
total U.S. population (CEO, 1987). In 1988, the dropout rates for 
various ethnic groups was: 42 percent for American Indians/Alaska 
Natives, 39.9 percent for Hispanics, 24.7 percent for African-
Americans, 14.3 percent for Anglo-Americans, and 9.6 percent for 
Asian-American/Pacific Islanders (Banks, 1991 ). 
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Currently, the educational leadership appears threatened by 
previously silent groups demanding an educational system that 
incorporates ethnic minority beliefs into the educational process. 
The White dominated educational system that is prevalent in most 
educational communities does not recognize the important triad for 
a successful school; parents-community-school. By not recognizing 
this important triad, educational leaders create resentment among 
many students toward education, and a sense of disillusionment 
between parents and the community. Many school systems have 
adopted a paternalistic attitude that promotes educationai leaders 
as the only source of educational knowledge, rather than working in 
partnership with community leaders and parents (Comer, 1988; 
Garcia, 1991). 
Another factor that has contributed to the lack of awareness 
by many educational leaders is the belief in the melting pot theory. 
The melting pot theory maintains that all Americans must 
assimilate into becoming a person who identifies only with the 
White European based culture and expected to forget or reject their 
native culture and language to become the ideal American citizen 
(Zangwill, 1917). The tossed salad theory is an alternative to the 
melting pot theory because it recognizes the many microcultures 
who contribute to the strength and vitality of the American society 
(Tiedt & Tiedt, 1990; Nieto, 1992). 
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The Eurocentric educational system is characterized by a 
belief that there is oniy one way to learn. This essentialist method 
of education still dominates most American school systems. The 
essentialist perspective ragat-ds the student's mind as a container t.o 
be filled with knowledge. Knowledge defined by the educator, who 
views the student as too immature to know what they really want 
from the educational process. Essentialism ignores the ethnic and 
social backgrounds of the students, and labels those children who 
cannot learn in this transmission of knowledge perspective (Tanner 
& Tanner, 1980) as non-learners. As the so called non-learner 
moves along in the educational process, the label becomes a 
permanent stigma and forces the child farther away from the 
mainstream of society. The labeling of children has been a major 
factor to the undemocratic nature of the educational process. 
The research on achievement for these groups of students 
reveais that ethnic minority children and economically poor children 
are quitting school or getting suspended or expelled at high rates. 
Those children representing these groups who remain in school are 
achieving well below their academic potential (Bennett, 1990). 
Given these findings, a large segment of the American student 
population is not receiving an adequate or equitable education. 
Generally, the children who legally and illegally leave the 
educational system have limited abilities and desires, and the least 
likely to positively contribute to society. 
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Goodenough's (1981) concept of culture is for creating a school 
culture that supports an equitable education for all students. 
Goodenough's model characterizes a culture where participants must 
share information, because no single person can know all the 
information within the culture. This utilitarian concept of culture 
does not describe the present culture practiced in most schools. 
Most schools promote a belief that success is accomplished at the 
expense of others and sharing of information among participants is 
considered a negative practice. In most schools, competition 
between the participants (students and teachers) is more readily 
observed than cooperation among the participants. 
Goodenough (1987) addressed this tension between 
competition and cooperation in schools by describing the problems 
many ethnic minorities and economically poor students face. The 
failure of most of these students in school is due to a lack of access 
to the privilege microcultures or subcultures in the educational 
system. Goodenough described microcultures as part of the laiger 
society or the macroculture. Microcultures are situation-bound, 
where persons learn the different role-expectations of membership 
to their microculture. Access to educational leadership roles is 
limited to most ethnic minority and economically poor students, 
because they lack the role-expectations or the necessary abilities 
and qualities for membership. The reasons are directly attributable 
to the educational experiences of many ethnic minority and 
economically disadvantaged students. 
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Most schools are not addressing the academic and social needs 
of many students, particularly those students who are ethnically 
diverse or economically disadvantaged. These students become 
victimized by the biases in the "sociopolitical milieu" of the 
schools. This is due to the socialization processes of schools that 
promote the belief that good students should accept unconditionally 
the existing ideologies, institutions, and practices within society. 
It is because of this failure of the educational system that 
alternative ways of educating all students need to be researched and 
undeistood. A multicultural curriculum is a mechanism that infuses 
cultural pluralism into the educational system. A culturally 
pluralistic educational system stresses the democratic principles of 
equality, freedom, and justice (Suzuki, 1984; Bennett, 1990; Gillette 
& Grant, 1991 ). Multicultural education links democratic values and 
practices with pedagogy by helping students find their voice and to 
develop their student identity. Schools that are democratic 
institutions prepare people to work actively and collectively on 
problems facing society. In democratic schools, students and 
teachers become practicing members of the democratic process, 
learning political action skills used in combating the problems 
facing society and their communities (Suzuki, 1984). 
The consequences for our growing diverse culture found in 
American schools has caused many educational leaders to reevaluate 
the entire educational process. Suzuki (1984) presented five 
premises to build from in the restructuring of the American 
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educational system to become multicultural. His premises 
addressed the belief that the educational system is not working for 
all Americans. First, schools are not acknowledging the academic 
and social needs of all its students, particularly those who are poor. 
Second, victimization of students occurs by the biases in the 
"sociopolitical milieu" of the schools. Third, the values of 
democracy, freedom, and equality promoted and discussed in schools, 
but rarely practiced in most schools. Fourth, schools cannot avoid 
transmitting values. Fifth, schools can play an important role in 
social change. 
Students can break these undemocratic patterns found in many 
schools. One avenue to empower students is to teach educators the 
methods to maximize the academic, personal, and social 
development of all students. This will prepare students to become 
aware of the world around them, taking an active role in promoting 
democracy in all aspects of social life, and developing their own 
individuality, while developing a concern for the well-being of all 
people (Suzuki, 1984). 
A popular method used in many classrooms is cooperative 
learning, which is essentially a democratic process, because it 
models successful community structures by reinforcing individual 
and group responsibility. Valued discussions of issues occur, like 
heterogeneity and diversity. Organized instruction encourages 
students from many microcultures to not feel like outsiders. All 
students gain greater interpersonal interaction, because students 
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are encouraged to support one another (Sapon-Shevin & Scheidewind, 
1991). 
While the need for and incorporation of a multicultural 
education perspective within the American public educational 
system are justifiable and necessary, the delivery of this 
perspective is often a difficult task. !nservice teachers and 
preservice teachers must be convinced of the importance of 
multicultural education in order for it to be a viable perspective in 
the education process. While these two groups are similar in their 
needs, their levels of professional experience and methods for 
acquiring knowledge are different. lnservice teachers must acquire 
the necessary multicultural education knowledge through a 
commitment from their school systems, while preservice teachers 
need to develop their multicultural education perspective through a 
professional studies program. 
Multicultural Teacher Education Programs 
A critical factor in teaching all students is to understand the 
impact teacher training programs have upon the individual teacher's 
methods used in the classroom. A primary goal of preservice programs 
is to provide the necessary knowledge preservice teachers need to 
develop their personal educational philosophy (Feiman-Nemser, 1990). 
In order for preservice teachers to develop a multicultural 
perspective, teacher education programs must: 
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... present a broad and comprehensive view of 
multiculturalism and provide opportunities and experiences for 
students to recognize and appreciate forms of cultural 
diversity in their immediate environments. Students can then 
develop flexible and expanding concepts of diversity with a 
view toward continuing this process when they become 
professionals (Garcia & Pugh 1992, p. 216). 
Researchers have identified several characteristics that are 
consistent in the development a multicultural perspective for 
preservice teachers: (1) a philosophical commitment to 
multicultural education by the college or university faculty (Justiz 
& Darling, 1980); {2) infusion of multicultural education into the 
instructional environment and teaching methodologies for faculty 
and preservice teachers (Justiz & Darling, 1980; Tiedt & Tiedt, 
1986); (3) the faculty and preservice teachers must accept the equal 
worth of all people despite their sociocultural backgrounds (Tiedt & 
Tiedt, 1986); (4) the faculty and preservice teachers must interact 
positively with students whose sociocultural backgrounds are 
different from their own (Campbell & Farrell, 1985); (5) the 
instructional materials are free from bias and stereotyping and 
demonstrate the positive aspects of our pluralistic society (Tiedt & 
Tiedt, 1986). 
Teacher education programs that develop their own conception 
of multicultural education by combining characteristics of several 
multicultural education orientations are bound by the general 
principles of multicultural education. These principles are: (1) 
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individuals have varying degrees of competence in varying degrees of 
culture; (2) students need to interact with people who are already 
competent in the self-ascribed culture; (3) multicultural education 
promotes an understanding of cultural competence, thus ensuring any 
individual of becoming secure within any self-ascribed ethnic 
identity; and (4) multicultural education is a normal human 
experience, which promotes a fuller appreciation of the range of 
cultural competencies available to all students (Gibson, 1984; 
Goodenough, 1981, 1987). 
Therefore, teacher education programs must become more 
multicultural to prepare teachers to meet the challenges presented 
by diversely populated classrooms. This belief enables prospective 
teaches to gain an appreciation for the richness of the various 
ethnic and groups in America. Baber (1993) maintained this 
appreciation will instill in the preservice teacher a willingness to 
promote the development of a just and pluralistic society and 
effectively integrate multicultural materials into the curriculum at 
all levels. 
Successful multicultural teacher education programs should 
incorporate three major components in all areas of teacher 
preparation. First, provide a knowledge base enabling preservice 
teachers to analyze issues and to develop insights that have 
multicultural implications. Second, teach the necessary skills that 
enable preservice teachers to plan strategies designed to help 
students grow in cultural literacy. Third, promote attitudes that 
motivate preservice teachers to make changes and to respect and 
appreciate their own cultures and the cultures of others (Baber, 
1993). 
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When preservice educators accept the approach to learning and 
teaching that is inclusive they will begin to ask themselves: How 
can I become a competent multicultural educator? Gay (1986, 1989) 
offers a set of competencies to be used as an analytical tool for 
preservice teachers and teacher educators. For preservice teachers 
these competencies are a measure of their multicultural awareness 
levels. For teacher educators these competencies are a means to 
understand the impact teacher training programs have upon the 
individual teacher's methods used in the classroom. Gay's 
competencies are: 
- Become familiar with the attitudes and behaviors 
(educators) have toward different ethnic groups and how 
these are habitually exhibited in their school functions . . 
(and) understand the effects of these on students, relative to 
self-concepts, academic abilities, and educational 
opportunities available to students (Gay, 1989; p. 183). 
- Acquire the knowledge concerning ethnic groups' histories 
and heritages, life experiences, and interactional styles to 
bridge the gap between the cultural values and behavioral 
codes of themselves and their students (Gay, 1986). 
- Develop the skills to meet the educational needs of all 
children, such as: different learning and teaching styles, 
creating a supportive environment, reduction in stress, 
tension, and conflict, selection of materials, and introducing 
different perspectives, aspirations, and experiences (Gay, 
1989). 
- Develop the respect and the appropriate communication 
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skills when interacting with parents and the community (Gay, 
1989). 
As preservice teachers develop these competencies into their 
teaching practices, their students will experience a sense of 
liberation from the constraints practiced by traditional educators. 
Traditionally, education has been practiced with the belief that 
teachers were the source of knowledge and the students' were the 
passive recipients of that knowledge. Educators who practice 
multicultural education are no longer carriers of knowledge, but 
facilitators in the pursuit of knowledge. They become students 
themselves, learning new content or different ways to teach their 
students. In this new role, teachers are continually learning about 
the educational needs of their students and developing the abilities 
to provide for those needs. This liberating learning and teaching 
process, creates an educational culture that is in constant flux even 
while individuals develop self-ascribed and group related identities. 
Multicultural awareness allows teachers to become advocates 
for cultural and ethnic minority students. By becoming advocates 
for the students, teachers can take action to make their own lives 
and communities more culturally sensitive and diverse. It is through 
this action they will have the needed skills to help democratically 
transform the curriculum and their students. 
A critical factor in teaching ethnic minority students is to 
understand the impact teacher training programs has upon the 
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individual teacher's methods used in the classroom. A primary goal 
of preservice programs is to provide the necessary information for 
the preservice teacher to develop his or her personal educational 
philosophy (Feiman-Nemser, 1990). 
Several investigators (Burcalow, 1984; Grant, 1981; Lynch, 
1987), envisioned multicultural teacher education as programs or 
plans that incorporate a philosophy that relates to human diversity. 
This philosophy enables prospective teachers to have an appreciation 
for the richness of cultural variety in America, promote the 
development of a just and pluralistic society, and effectively 
integrate multicultural materials into the education curriculum at 
all levels. 
True multicultural teacher education is more than special 
courses or special learning experiences tacked on to the standard 
teacher training program. It is an interdisciplinary curriculum 
whose aim is change in ethnic, racial, and social class attitudes 
whose goal is for teachers to become sensitive to cultural 
differences (Cristoi, Hoover & Oliver, 1994). As teacher educators 
incorporate a multicultural perspective into their programs, they 
will be forced to address the processes preservice teachers undergo 
as they develop this perspective into their educational philosophy. 
Developmental Processes of Preservice Teachers' Orientations 
Toward Cultural Differences 
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While the multicultural issues may be unique for these 
programs, the developmental processes preservice teachers undergo 
are common for a!"!y change in an individual. Human development is a 
process where individuals change over a period of time. Generally, 
the process takes the person through a series of stages, from the 
simple to the complex. A stage is a period in a process of 
development (Burden, 1990). Several investigators have found that 
cognitive development is process that involves several stages 
(Adler, 1991; Harvey, Hunt & Schroeder, 1961; Piaget, 1963; 
Sprinthall & Thies-Sprinthall, 1983; Tabachnick & Zeichner, 1984). 
Similarly, the developmental process of preservice teachers is a 
series of cognitive stages. 
When students enter a professional studies program their 
perspectives of the teaching profession are radically different from 
their point of departure from the program. According to Fuller 
(1975) this transformation from students to professional educators 
involves a series of stages. During the self stage, preservice 
teachers realistically identify with students, while only imagining a 
relationship with the cooperating teachers. Preservice teachers are 
concerned with the students liking them, feelings they are under 
much pressure most of the time, and doing well when a supervisor is 
present (Barich, 1992). For the task stage, they are interested in 
survival as teachers, classroom management, and mastery of the 
content. The preservice teachers believe they lack the freedom to 
initiate innovative instructional ideas, concerned about the nature 
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and quality of instructional materials, and if they are adequately 
presenting the material (Barich, 1992). During the impact stage, the 
preservice teachers are interested in the learning, social and 
emotional needs of the students, and their ability to accept the 
students as individuals. The preservice teachers are interested in 
increasing the students' feelings of accomplishment, and challenging 
unmotivated students (Barich, 1992). 
Fuller and Brown (1975) introduced another stage where 
preservice teachers are concerned with the limitations, demands, 
and frustrations of their teaching situation and the entire teaching 
profession. This stage has been evident occurring before the impact 
stage. The strengths of this model are its description of the 
developmental processes preservice teachers undergo while 
advancing through a professional studies program, and a means for 
preservice teachers to assess and interpret their own development 
(Feiman & Floden, 1981; Newman, Burden & Applegate, 1980). 
In recent years there has been interest in defining teaching as 
reflective practice (Schon, 1987) and emphasizing reflection in the 
preparation of preservice teachers (Holmes Group, 1986). Reflection 
refers to synthesis of theory and practice. Much of what preservice 
teachers discover about teaching is learned through reflective 
analysis or self-evaluation. Reflection allows the preservice 
teacher to understand "the origins, purposes, and consequences of 
their actions, as well as on the material and ideological constraints 
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and encouragements embedcgd in the classroom, school and societal 
contexts in which they work" 1 Zeichner & Liston, 1987, p. 23). 
When reflective teaching and multicultural education are 
incorporated into a professional studies program issues such as 
equity, ethnicity and cultural identity become important to 
preservice teachers. There have been several studies investigating 
preservice teachers' multicultural beliefs, values, and attitudes 
(Goodwin, 1994; Grant, 1981; Grottkau & Nickolai-Mays, 1989; 
Rashid, 1990; Reiff & Cannella, 1992). Goodwin (1994) explored 
preservice teachers' conceptions and definitions of multicultural 
education. The study was centered on tr.e belief that meaningful 
multicultural education begins with teacher self-awareness. She 
concluded that teacher educators should foe :Js on the beliefs of the 
preservice teachers when they enter a teach 1r education program. 
Also, teacher educators must work closely w th cooperating 
teachers and field placement schools. Lastly, multicultural 
education is education for all people, not just fo. people of color and 
people who are racially and culturally diverse. 
Grant (1981) investigated the multicultural education 
preparation of a group of elementary preservice tea:::hers received in 
their last three semesters of a teacher education program. The 
study focused on the quality of multicultural instruction they 
received, university assignments or projects related to 
multicultural education. and the use of concepts related to 
multicultural education in the classroom, such as classroom 
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planning and teaching strategies. He concluded that these preservice 
teachers lacked initiative that would lead them to pursue learning 
about multicultural education on their own. When someone directed 
the students' multicultural learning, they attempted to increase 
their awareness and acceptance of human diversity. He also 
concluded that one course on intensive instruction in multicultural 
education is insufficient to make a significant impact on the 
preservice teachers' development of their own awareness and 
classroom teaching. 
Grottkau and Nickolai-Mays (1989) suggested in their study 
that students who have exposure to multicultural education over a 
period of time do show change in overall levels of bias or bias 
toward targeted minority groups. Also, this study supported Grant's 
(1981) finding, that a single multicultural education experience 
(human relations course) did not change overall levels of bias and 
bias toward specific minority populations. Grottkau and Nickolai-
Mays (1989) concluded that multicultural education must be 
prolonged and consistent throughout a preservice teacher's 
collegiate experience. 
Rashid's (1990) study explored inservice t dachers perceptions 
of their multiculturai education preparation du. ing their preservice 
teacher education program. The teachers saw an unmet need for 
multicultural education in teacher preparation programs. Rashid 
discovered that race was a significant factor for teachers, 
particularly when the teachers discussed their perceptions and 
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attitudes toward differences between teachers and students. Many 
teachers in the study believed a multicultural education perspective 
in a teacher education program would alleviate the uneasiness new 
teachers feel toward the racial differences between themselves and 
their students. 
Reiff and Cannella (1992) investigated a group of preservice 
teachers' multicultural beliefs, feelings of confidence for working 
with and understanding different multicultural groups, differences 
between preservice teachers who function at a low or a high 
conceptual level of multicultural beliefs, and differences between 
preservice teachers who function at a low or high conceptual level 
of confidence for working with and understanding different 
multicultural groups. They concluded that preservice teachers need 
a broad view of society and curriculum, through an exposure to 
students from other cultures. Preservice teachers need structured 
supervision as they undergo exposure to a multicultural perspective, 
through the facilitation of the preservice teachers own 
multicultural understanding and their conceptual flexibility. 
Moore and Reeves-Kazelskis (1992) suggested that 
multicultural teacher educators must become aware of the 
preservice teachers' cognitive and ethical developmental levels to 
achieve change in the preservice teachers' attitudes and behaviors. 
They concluded that carefully planned and implemented instruction 
will change preservice teachers' beliefs about cultural diversity. 
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They recommended that facilitation of instruction should be by 
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While these studies focused on the impact of courses or 
requirements of teacher preparation programs on preservice 
teachers' multicultural perspectives, this current study investigated 
the development of elementary preservice teachers' multicultural 
perspectives as they went through a professional studies program. 
The central issue addressed in this study was how did each member 
of an inquiry team of preservice elementary teachers process the 
multicultural education content in their collegiate studies and their 
interactions with elementary students. The critical issues of this 
study were how did each preservice teacher define culture, how did 
they define multicultural education, what were their beliefs toward 
multicultural education, and how did the teacher education program 
facilitate in the development of their orientations toward cultural 
differences. 
Orientation for This Study 
The philosophical framework for this study came from the 
belief that multicultural education is a means of empowering all 
students through teaching and learning. Empowerment validates the 
experiences and identities of students, promotes equality and equity 
by nurturing cultural pluralism, and incorporates a process for 
social justice. When the preservice teacher accepts the belief that 
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multicultural education is a normal human experience, the process 
of developing a perspective toward multicultural education begins. 
This study linked Gay's (1986, 1989) set of multicultural 
education competencies for educators to the development of an 
approach to learning and teaching that is inclusive. The 
requirements for changing one's perspective toward the educational 
system are to change one's value assumptions and the perceptual 
worlds of educators, and changes in institutional structures. While 
this study focused on the value assumptions and the perceptions of 
preservice teachers, preservice teachers must recognize that the 
educational structures can provide the barriers to change or the 
accommodations for change. This study concentrated on a teacher 
education program that provides the accommodations for change and 
how each preservice teacher internalized these accommodations as 
they developed their own perspectives toward multicultural 
education. 
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CHAPTER Ill 
Introduction 
This current study investigated the emerging multicultural 
education perspectives of members of a professional development 
schools' inquiry team as they progressed through their professional 
studies. The investigator analyzed the preservice teachers' journal 
writings and other people's observations from the beginning of the 
professional program to the completion of student teaching. He 
explored the preservice teachers' multicultural perspectives during 
their final year in the program, conducted an inventory of their 
multicultural perspectives, and interviewed the preservice teachers 
individually at the conclusion of their student teaching semester. 
This chapter begins with a description of the selection of the 
naturalistic paradigm. This section focuses on Lincoln and Guba's 
(1985) and Bogdan and Biklen's (1992) perceptions of good 
qualitative research. The next three sections focus on the selection 
of the microenthographic case, the context of case, and the selection 
of the participants in the case. The design of the study, the data 
sources, the collection and analysis of the data, and are described in 
the next sections. The last section explains how the investigator 
developed the trustworthiness of the study. 
Selection of the Naturalistic Paradigm 
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The investigator selected the naturalistic paradigm of 
research to study the emerging multicultural education perspectives 
of the members of the inquiry team during the two years of 
professional studies. The naturalistic paradigm provided the 
investigator with a methodology to begin to describe emerging 
multicultural processes. The investigator examined these processes 
with a focus on the concept of culture: "standards for deciding what 
is, standards for deciding what can be, standards for deciding how 
one feels about it, standards for deciding what to do about it, and 
standards for deciding how to go about it" (Goodenough, 1963, pp. 
258-259). This microenthnographic approach helped the 
investigator to understand how each participant created her own 
propriospect or personal view of multicultural education. 
The naturalistic paradigm provides a method of inquiry that 
goes beyond the content of language. This method of inquiry allows 
a researcher to " frequent places where the events he or she is 
interested in naturally occur ... and the data are gathered through 
the engagement of natural behavior: talking, visiting, looking, eating 
and so on" (Bogdan & Biklen, 1992, p. 3). Lincoln and Guba (1985) 
describe nonexperimental educational research as being a 
naturalistic investigation or inquiry. The goal of the investigator is 
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to make the participants feel comfortable enough so they will 
confide in the researcher their concerns and beliefs that relate to 
the investigation. The investigator built trust between the 
participants and himself, by making it clear that the findings would 
not demean or otherwise hurt people. 
Bogdan & Biklen (1992) describe the role of the investigator in 
a naturalistic investigation. Investigators become part of the 
participants' world, but as a "detached longterm visitor" (Bogdan & 
Biklen, 1992, p. 79). The investigator keeps an unobtrusive written 
record and other forms of descriptive data. They [investigators] 
come to learn what it is to be like them, but do not attempt to 
become them. This is achieved by participating in activities on a 
limited basis, but not attempting to compete for prestige or status. 
Naturalistic investigators are "empathetic, but also reflective" 
(Bogdan & Biklen, 1992, p. 79), where acceptance in the group 
becomes a goal for the research, but not an end product. 
The naturalistic paradigm contrasts sharply to experimental 
research, because the investigator in the natural setting limits their 
influence or manipulation of the study's conditions and a priori 
categories are not imposed on the results of the study (Eisenhart and 
Howe, 1992). Whereas, in the experimental or positivist approach to 
research, the investigator manipulates the conditions of a situation 
in order to study the situation. 
The essence of the naturalistic paradigm is the 
"trustworthiness" of the research: 
The basic issue in relation to trustworthiness is simple: How 
can an inquirer persuade his or her audiences that the findings 
of an inquiry are worth paying attention to, worth taking 
account of? What arguments can be mounted, what criteria 
invoked, what questions are asked, that would be persuasive on 
this issue (Lincoln & Guba, 1985, p. 290). 
Lincoln and Guba (1985) propose four alternative constructs of 
trustworthiness to replace the standards found in the positivist 
paradigm-internal validity, external validity, reliability, and 
objectivity. The first is credibility, the researcher must show that 
the investigation was conducted in a way that ensured that the 
participants were accurately identified and described. The 
researcher's reconstruction of the realities of the participants are 
credible to those who provided the data. 
The second construct is transferability, where the task of 
demonstrating the applicability of the findings to another context is 
the responsibility with the investigator who is transferring the 
findings of the original investigator. To bolster the applicability of 
transferring the findings, the investigator can refer back to the 
original theoretical framework to show how the data collection and 
analysis will be guided by concepts and models. This will define the 
parameters of the research for applying to other investigations or to 
a body of theory. Another source to ensure the study's 
transferability is triangulating multiple sources of data. 
Triangulation is the process of bringing several sources of data to 
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demonstrate a single point or idea. Lincoln and Guba (1985) contend 
it is the responsibility of the investigator to provide the thick 
description in order to make judgments about application possible. 
Thick description is the task of ethnography, a process that 
describes a "stratified hierarchy of meaning structures" (Geertz, 
1973, p.7) of a phenomenon. 
The third construct is dependability, where the investigator 
refines their understanding of the setting, because of the changing 
conditions within the context of the study. This understanding 
allows the investigator to continually refine the design of the study 
to meet these changing conditions. This construct is based on the 
reality that the world is not static and replication becomes 
problematic. The fourth construct is confirmability, where the 
findings of the study could be confirmed by another study. This 
construct is similar to the positivist standard-objectivity, but 
Lincoln and Guba (1985) place objectivity on the data rather than 
attribute it to the investigator. 
While these constructs have some connections to the 
traditional constructs, the underlying belief in the naturalistic 
paradigm is the relinquishing of preconceived ideas one traditionally 
had upon entering an investigation. Thus, observation of a natural 
phenomena rather than manipulation of the phenomena becomes the 
driving force in the study. 
Selection of the Microethnographic Case 
54 
The goal of qualitative research "is to better understand human 
behavior and experience" (Bogdan & Bikien, 1992, p. 49). Qualitative 
research use empirical observation to better "grasp the processes by 
which people construct meaning and to describe what those 
meanings are" (Bogdan & Biklen, 1992, p. 49). The case study 
methodology is predominant in the qualitative (naturalistic) 
paradigm. There are many types of qualitative case studies, each 
"has special consideration for determining its feasibility for study 
as well as the procedures to employ" (Bogdan & Biklen, 1992, p. 62). 
A microethnographic case study uses "thick description " to study 
the concept of culture and focuses on a specific organizational 
activity (Bogdan & Biklen, 1992). 
The microethnographic case for this study was a Professional 
Development Schools' inquiry team consisting of 19 preservice 
teachers. This team was under the supervision of a UNCG faculty 
member and the investigator. Before the investigator became a co-
University supervisor, another doctoral student fulfilied that role 
during the team's first year in the PDS program. The investigator 
became the co-Unversity supervisor for the inquiry team's second 
year of professional studies. 
The investigator followed the criteria for educational research 
developed by Bogdan and Biklen (1992) for the selection of the 
inquiry team as the microethnographic case. First, the inquiry team 
was a naturally existing unit, one that the participants and the 
investigator saw as being distinct from other inquiry teams. There 
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were other inquiry teams, but a supervisory relationship had already 
been established between the investigator and the participants 
before the data collection began. Second, the physical settings (the 
two PDS sites and UNCG) were determined by the investigator to be 
favorable because of the recurring nature of activities by the 
participants. The inquiry team (19 members) that allowed for an in-
depth study of how preservice teachers develop and practice their 
multicultural perspectives. 
Context of the Study 
Professional studies program 
The University of North Carolina at Greensboro (UNCG) 
chartered in the latter part of the nineteenth century. It was 
originally a women's college and became a coeducational institution, 
granting the doctorate degree in the early 1960's. The School of 
Education offers undergraduate degrees in Elementary Education, 
Middle Grades Education and Secondary Education and graduate 
degrees in a variety of disciplines. Recently, the School of 
Education revised these undergraduate programs emphasizing 
"teaching as inquiry" and reflective practices. The Department of 
Curriculum and Instruction (CUI) a part of the School of Education 
instructs preservice and practicing teachers in methodology, 
pedagogy and multicultural education. 
In the 1991-1992 academic school year, the School of 
Education at UNCG began to prepare elementary and middle grades 
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preservice teachers using the Professional Development Schools 
process (see Appendix A). The Professional Development Schools 
process involved preservice teachers working in inquiry teams with 
other preservice teachers beginning in their junior year and 
continuing through their student teaching. The students completed 
their internships and student teaching requirements at selected 
Professional Development Schools. The preservice teachers interned 
with a different cooperating teacher for each semester of their 
junior year. During the culminating internship semester of their 
senior year, the preservice teachers interned with another teacher 
from a different grade level. For the last semester, each preservice 
teacher had several options to select their cooperating teacher for 
student teaching. Some preservice teachers requested the same 
cooperating teacher from the previous semester. Others chose 
another cooperating teacher from a semester during their junior 
year. While some preservice teachers selected a cooperating 
teacher they never had before or asked the university professor who 
headed the inquiry team to assign a cooperating teacher. 
Participation by the cooperating teachers was voluntary because of 
the additional responsibilities associated with having a student 
teacher. 
A triad formed consisting of the preservice teacher, the 
cooperating teacher, and the university supervisor was formed each 
semester. This triad defined the success or failure of the internship 
or student teaching semester. A successful semester for the 
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preservice teacher occurred when there was open and meaningful 
dialogue between the three participants. The discussions took on 
both formal and informal structures between ali three participants 
and often between two of the participants. Discussions followed 
informal and formal observations, before or after the school day, at 
UNCG during seminars and classes, or in the supervisor's university 
office. 
There were two cooperating Professional Development School 
sites for this inquiry team. Both schools were part of the Walter 
County School District's magnet school program. The schooi system 
maintained that the magnet schools program provided parents with a 
choice in educational opportunities and needs for their children. 
Each magnet school had a theme that enhanced the basic curriculum 
required in this southeastern state. The magnet schools program 
was open to all students throughout the Walter County Schools 
District and beyond. Non-Walter County residents could enroll if 
space remained available and upon official release from the assigned 
school system. If accepted, the nonresidents paid the current 
tuition rate for out of county residents. Admission and acceptance 
were considered in order of receipt of applications. Parents had to 
make a commitment for their child to remain in the program for one 
full semester of the school year. Children registered in the year-
round schools had to remain in the program for one full school year. 
Both schools had waiting lists for students accepted into their 
program. 
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Parkview Elementary School was located in a predominantly 
African American middle-class neighborhood of a medium sized 
southeastern city. The school was part of an educational complex 
consisting of a middle school and high school. All the schools were 
within walking distance from each other and separated by fences and 
sidewalks. Some children walked to the magnet school, but most of 
the students took school busses or were driven to school from 
various parts of the county. The students and teachers appeared to 
come from diverse sociocultural backgrounds. 
The school served Kindergarten through fifth grades. The 
philosophical emphasis at Parkview was on writing, speaking, and 
critical thinking skills based on the "creative wheel" process. This 
interdisciplinary tract provided opportunities for developing 
communications skills, though drama, public speaking, journalism, 
video production and methods of nonverbal communication. The 
school had a telecommunications program linking students with 
other students from other parts of the world. 
Wilson Elementary School was located in a predominantly 
White middle-class neighborhood. Similarly to Parkview, Wilson 
was part of an educational complex consisting of a middle school 
and high school. All the schools were within walking distance from 
each other and separated by large parking lots and wooded areas. 
The magnet school students took busses or were driven to school 
from various parts of the county. Students and teachers appeared to 
come from diverse sociocultural backgrounds. 
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Wilson served Kindergarten through fifth grades with 
geography being the primary philosophical focus. The school 
maintained that the five themes of geography--location, region, 
place, movement, and relationships within places--are integrated 
across the curriculum. Also, foreign language instruction in 
Japanese and Spanish provided a "means of improving communication 
across cultures and introducing cultural differences and 
similarities" (Brown, 1993, p. 2). 
Programmatic experiences with multicultural education 
The central mission of the Professional Development Schools 
program was to advance the profession of teaching. The 
advancement of the quality of teaching was accomplished through 
the collaboration of teachers, administrators, students, preservice 
teachers, and UNCG faculty. Embedded in this mission was a 
commitment to the belief that all children can succeed in school. 
This underlying message was a key tenet in the pursuit of a 
multicultural education curriculum. 
The investigator categorized the program's multicultural 
education emphasis using Sleeter and Grant's (1 987, 1988, 1 993) 
five approaches to multicultural education. The five approaches to 
multicultural education are 1) human relations, 2) teaching the 
culturally different, 3) single group or ethnic studies model, 4) 
multicultural education or cultural democracy, and 5) education that 
is multicultural and social reconstructionist. 
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The UNCG professional studies program approached 
multicultural education by emphasizing preservice teachers to 
become sensitive to the cultural and ethnic differences of children 
found in educational settings. This emphasis follows the beliefs 
found in Sleeter and Grant's (1987, 1988. 1993) human relations 
approach, which stresses an understanding that all people are the 
same and different. Also, the program emphasized some of the 
tenets regarding the raising of achievement levels found in the 
teaching the culturally different approach. This approach maintains 
that students who are not succeeding in school because the learning 
environment is not equitable and relevant must develop mainstream 
cultural values, by designing culturally compatible education 
programs. 
The professional studies program's design required every 
member of the inquiry team to enroll in the same education courses 
as the other team members, while embedding multicultural 
experiences and expectations in these courses. For example, the 
professors instructing the methods courses required the preservice 
teachers to design and plan lessons to be taught in their internships. 
The preservice teachers were encouraged to include a multicultural 
perspective in every lesson. Also, professors frequently required 
the preservice teachers to observe and work with individual 
students during their internship placement. This one-to-one contact 
facilitated the understanding of the sociocultural differences among 
children, and the sociocultural differences between the teachers and 
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students. The preservice teachers enrolled in the following courses 
during the Professional Development Schools program: 
(CUi: Department of Curriculum and Instruction) 
FIRST SEMESTER JUNIORS 
CUI 346 
CUI 370 
CUI 350 
Children's Literature and Instructional Media 
Science Education 
Internship 1: Inquiry in Teaching and Learning 
The preservice teachers were engaged in some of these activities 
during the semester: 
- Work with individual students and small groups. 
- Become acquainted with the instruction program and 
activities in an elementary classroom. 
- Become familiar with classroom management techniques 
and strategies. 
- Direct or teach a whole class activity or lesson. 
- Introduction to International/Multicultural Science 
Education. 
During the internship the preservice teachers had the 
opportunity to encounter, discuss, and reflect upon multicultural 
issues. The issues that guided the semester involved: (1) how one's 
own way of knowing influences attitudes and beliefs about learning 
and teaching, (2) that different people have different ways of 
understanding the same phenomenon, (3) understand and appreciate 
the influence of cultural/ethnic heritage, gender, socioeconomic 
status, and exceptionalities on ways of knowing, (4) an awareness of 
and sensitivity to students from various backgrounds, and (5) how 
one's own perceptions and attitudes interfere with the effective 
instruction of at-risk students from diverse backgrounds. 
SECOND SEMESTER JUNIORS 
CUI 320 Language Arts 
CUI 380 Mathematics Education 
CUI 375 Internship II: Inquiry in Teaching and Learning 
The preservice teachers were engaged in some of these activities 
during the semester: 
- Work with individual students or small groups including 
planning activities. 
- Become aware of different teaching styles and classroom 
management techniques and strategies. 
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Recognize various activities assumed by teachers in addition 
to classroom instruction. 
- Increase experience working with the whole group. 
- Plan for the needs of diverse populations and students with 
special needs with respect to the mathematical program. 
- Use children's literature books that have a multicultural 
emphasis to write mathematical word problems. 
- Investigate traditions around learning numerical concepts 
that are particular to one ethnic or cultural tradition. 
During the internship the preservice teachers had the 
opportunity to encounter, discuss, and reflect upon multicultural 
issues. The issues that guided the semester involved: (1) how one's 
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own way of knowing influences attitudes and beliefs about learning 
and teaching, (2) that different people have different ways of 
understanding the same phenomenon, (3) understand and appreciate 
the influence of cultural/ethnic heritage, gender, socioeconomic 
status, and exceptionalities on ways of knowing, (4) understand the 
concepts of pluralism, diversity, and exceptionality as they relate to 
the classroom, and (5) understand one's own expectations regarding 
diverse populations and how they affect students' classroom 
performance. 
FIRST SEMESTER SENIORS 
CUI 360 Social Studies Education 
CUI 420 Reading Education 
CUI 400 Internship Ill: Inquiry in Teaching and Learning 
The preservice teachers were engaged in some of these activities 
during the semester: 
- Continue individual and small group instruction including 
planning, carrying out and evaluating remedial and 
enrichment activities. 
Increase experience in planning, carrying out and 
evaluating instructional activities for the whole class. 
- Participate when possible in non-instructional activities 
such as school-based assessment committee meeting or 
staff development activities. 
- Bringing in a multicultural perspective to the social studies 
curriculum. 
- Five internship seminar sessions focus on multicultural 
education. 
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A part of the last item involved a discussion on the what and 
why and evolution of multicultural education. The second session 
emphasized the key concepts of multicultural education, the 
struggle between traditional versus multicultural approaches to 
education, and the aspects of ethnicity. The third session stressed 
learning styles and ethnic identity development. The fourth session 
involved the discussion of cases found in Affirming Diversity (Nieto, 
1992) and read White Teacher (Paley, 1979), and Boll of Thunder, 
Hear My Cry (Taylor, 1976). The last session emphasized reflections 
of what the preservice teachers' learned during the semester. 
SECQND SEMESTER SENIORS 
CUI 461 Student Teaching and Seminar 
Design of the Study 
Bogdan and Biklen (1992) describe qualitative research, as 
being similar to a loosely planned vacation, where the traveler 
knows very little about the people and places they will visit. The 
researcher like the traveler must cleanse themselves of their 
preconceptions, so they can be open to learn about the setting, 
subjects, and other sources of data. Learning is through direct 
examination, rather than manipulation of the environment. The 
naturalistic qualitative research model focuses on natural human 
behaviors. and events such as: talking, visiting, looking, and eating 
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(Bogdan and Biklen,1992). The researcher enters the investigation 
with some ideas on how to conduct the research, but a detailed 
research plan is not formed prior to data collection. The 
observations of the environment structures the research (Glaser & 
Strauss, 1967). 
The design of this study was to discover the emerging 
orientations to multicultural education for each member of the 
inquiry team. The three areas of the study were the guides to 
understand at which point each preservice teacher was at in the 
evolutionary process to becoming a multicultural educator. The 
first area of the study focussed on the preservice teachers' 
perspectives in their last semester of coursework and internships 
before student teaching. The investigator examined the journals and 
interviewed the preservice teachers to understand the levels of 
growth and awareness. The second area focused on the evolution of 
the preservice teachers perspectives during their two years of 
professional studies. The investigator analyzed the levels of 
articulation of the preservice teachers' perspectives by examining 
the explicitness of their perspectives in the four data sources. The 
third area focussed on application of their multicultural education 
perspectives in their student teaching classroom. 
Initially, the investigator examined the archival data and spent 
some time within the natural settings (UNCG and PDS classrooms) 
frequented by the participants, before the data collection began. 
From these early observations, the investigator was able to 
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formulate the research questions that guided the investigator's 
efforts to understand the emerging multicultural propriospects of 
each preservice teacher. A person's propriospect is an individual's 
"private, subjective view of the world and its contents--his [or her] 
personal outlook ... various standards for perceiving, evaluating, 
believing, and doing that he [or she] attributes to other persons as a 
result of his experience of their actions and admonitions" 
(Goodenough, 1981, p. 98). 
The investigator selected Gay's (1986, 1989) competencies as 
the framework for analyzing each preservice teacher's multicultural 
propriospects. Her competencies delineate desired in multicultural 
education. As he studied preliminary data, the investigator found 
these competencies helpful. Like Gay and other multiculturalists he 
believes that multicultural education is the "means of empowering 
all students through teaching and learning. Empowerment validates 
the experiences and identities of students, promotes equality and 
equity by nurturing cultural pluralism, and incorporates a process 
for social justice" (Cristol, Hoover & Oliver, 1994). 
Throughout the study, the investigator incorporated the 
grounded theoretical method (Glaser and Strauss, 1967) to collect 
and analyze the data that described an emerging multicultural 
education perspective for each preservice teacher. This approach 
allowed the sources of data to be analyzed following each level of 
collection. 
Data sources 
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The investigator employed ethnographic techniques to collect 
data that would help describe how the 19 members of a Professional 
Development Schools inquiry team perceived their emerging 
multicultural education perspectives and how they connected their 
perspectives to their classroom practices during their student 
teaching semester. Data were collected from several sources: (1) 
archival data, (2) classroom observations, (3) multicultural 
education inventory, and (4) interviews with the preservice 
teachers. 
The archival data consisted of syllabi, instructional resources, 
readings, experiences and student portfolios that the professor who 
headed the inquiry team had maintained for each member of the team 
since the beginning of their junior year. Every portfolio contained 
journal entries, self-evaluations, cooperating teacher evaluations, 
case studies on students in their internship classrooms, a learning 
styles inventory, academic transcripts, and personal information. 
Classroom observations allowed for "research participation-
one who participates in a social situation but is personally only 
partially involved, so that he can function as an investigator" (Gans, 
1982, p. 54). The investigator utilized the Ramirez and Castaneda's 
(1974) Teacher Rating Form: Field-Sensitive and Field-Independent 
(Appendix B) for the three formal student teaching observations of 
each preservice teacher. The instrument identified the emerging 
multicultural teaching styles the preservice teachers practiced 
during a particular lesson. The instrument allowed the preservice 
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teachers to focus on areas they believed needed improvement and 
validated the preservice teachers' feelings of success in other areas 
of teaching. 
The formal observations included a pre-conference, 
observation and a post conference. Usually, the pre-conference was 
a telephone conversation between the supervisor and preservice 
teacher prior to the observation. The conversation consisted of the 
preservice teacher describing the lesson and setting the date and 
time for the observation. Following each observation, the 
investigator and the preservice teacher met to discuss the 
observation in a post conference meeting. The informal observations 
occurred when the investigator visited the preservice teacher's 
classroom unannounced without using the formal observation 
instrument. After these observations the investigator took notes 
describing his perceptions of their teaching. 
The multicultural inventory (Appendix C) was a method for the 
preservice teachers to describe their emerging multicultural 
education perspectives based upon a set of guidelines developed by 
an esteemed group of multicultural educators. The investigator 
adapted the inventory from the position statement of the National 
Council for the Social Studies, "Curriculum Guidelines for 
Multicultural Education" (Banks, Cortes, Gay, Garcia, & Ochoa, 1992). 
The investigator conducted unstructured and structured 
interviews throughout the semester. The unstructured interviews 
occurred after the classroom observations and during seminar or 
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informal meeting at the internship schools or UNCG. Structured 
summary interviews (see Appendix D) took place at the conclusion of 
the preservice teachers' student teaching semester. Prior to the 
summary interviews, the preservice teachers had completed the 
multicultural inventory and had at least three formal observations 
of their student teaching. Also, prior to the summary interviews, 
the investigator read the archival data. The investigator 
audiotapped the privately conducted summary interviews at the 
student teaching school or UNCG. 
Oata Collection and Analysis 
The data was collected over a two-year period. The archival 
data had been collected by the professor who headed the inquiry 
team (see previous section on data sources). The classroom 
observations, administration of the multicultural inventory, and the 
during preservice teachers' student teaching semester (see Table 1 ). 
Table 1 
Data Co!!ectjon Timetable 
1 . Archival Data: 
2. Classroom Observations: 
3. Multicultural Education Inventory: 
4. Summary Interviews of Preservice Teachers: 
1992-1994 
Spring, 1994 
Spring, 1994 
Spring, 1994 
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A two-tier data analysis was conducted. The data were 
analyzed subject-by-subject and across subjects. For all of the 
preservice teachers, emerging orientations to multicultural 
education became apparent from the analysis of the data. The three 
areas of the study were the guides to understand at which point each 
preservice teacher was at in the evolutionary process to becoming a 
multicultural educator. The first area of the study focussed on the 
preservice teachers' perspectives in their last semester of 
coursework and internships before student teaching. The 
investigator examined the journals and interviewed the preservice 
teachers to understand the levels of growth and awareness. The 
second area focused on the evolution of the preservice teachers 
perspectives during their two years of professional studies. He 
analyzed the levels of articulation of the preservice teachers' 
perspectives by examining the explicitness of their perspectives in 
the four data sources. The third area focussed on application of 
their multicultural education perspectives in their student teaching 
classroom. The investigator analyzed their classroom teaching 
practices using the observation instrument. 
Glaser and Strauss' (1967) grounded theoretical approach was 
employed to analyze the data. The process began with the coding of 
the data, which yielded two categories that described the data: level 
of awareness and evolutions of orientations. Level of awareness is 
defined as a nominal scale attached to the preservice teacher's 
propriospect or personal view of multicultural education. Evolution 
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of orientation is defined as the processes preservice teachers 
undergo according to Fuller's (1975) stages of development (see 
previous section on developmental processes of preservice teachers' 
orientations toward cultural differences). 
The investigator also developed properties, patterns, and 
working hypotheses during the analyses. Properties help define or 
describe a category, for example the properties for the category of 
life experiences might have the qualities of racism, single parents, 
and drug abuse (Glaser & Strauss, 1967). The properties for 
individual levels of awareness were Gay's competencies; the 
properties for grouped levels of awareness were indicators, 
attributes, and Gay's competencies (these are described below). As 
Glaser and Strauss suggested, hypotheses in grounded theory are the 
links between the categories and properties, which emerge 
simultaneously with the collection and analysis of data (Merriam, 
1988). During the reading and rereading of the data, the investigator 
synthesized the data and discovered patterns of thought and action 
repeated in various situations and with various players. From these 
patterns, the investigator developed insights driven by logical leaps 
in understanding the data (Fetterman, 1989). 
The analysis of the data began with the selection of the 
journal passages from the preservice teachers' portfolios. For every 
preservice teacher, the investigator selected two journal passages 
from each of their first three semesters. One passage was from the 
early part of the semester and the other passage was from the later 
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part of the semester. Initially, the investigator coded the passages 
to determine the emerging level of multicultural awareness for each 
preservice teacher. He compared each preservice teacher's initial 
awareness level to the other preservice teachers' levels. This 
process continued for every semester to observe any changes in the 
awareness levels as they advanced through the program. As the 
student teaching semester was near completion he selected 
portfolio passages, the multicultural education inventory, and 
classroom observations to develop questions for the interview 
protocol for each preservice teacher. 
The summary interviews took place over the last two weeks of 
the student teaching semester. The investigator chose this time 
period because the preservice teachers were relinquishing their 
student teaching responsibilities and in a more relaxed state. He 
believed that an interviewee in a relaxed state is more willing to 
concentrate and clearly articulate their perspectives, than a person 
who is under the enormous pressure usually associated with student 
teaching. The length of the summary interviews varied from forty-
five minutes to ninety minutes. He audiotapped and transcribed 
verbatim each summary interview. 
Following the interviews, the investigator analyzed the data 
through several phases. The first phase involved the coding of the 
portfolio passages, classroom observations, and interview 
transcripts for each preservice teacher according to the three 
research questions. He coded the data for each preservice teacher 
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separately, which involved coding exact or similar words or phrases 
that corresponded to one of Gay's multicultural education 
competencies. 
Before the second phase, the coded data for each preservice 
was grouped according to the key words or phrases found in Gay's 
competencies. For example, in Gay's first competency she used the 
phrase: "understand the effects of these (attitudes and behaviors 
educators have toward different ethnic groups) on students." The 
investigator created the category of "effects", because he was 
coding "effects" for several of the preservice teachers' data. He 
grouped the coded material that corresponded to words or phrases 
that used or implied the word "effects." Categories became the 
vehicle to describe the emerging multicultural education 
perspectives. 
The second phase involved receding the previously coded 
material. The investigator followed the first phase coding 
procedures using Gay's set of competencies as the guide. Following 
this second coding, the investigator attached a label of high, 
medium-high, medium, medium-low, or low to each coded material 
according to the key words or phrases. He determined the labels 
according to the preservice teacher's ability to articulate their 
multicultural education perspectives proximate to Gay's set of 
competencies. The investigator attached a high awareness level to 
Ivy's statement, because her statement supported this competency, 
by using similar terminology and was specific in describing her 
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beliefs. a medium-high level statement was similar thematically, 
but its supporting statements were less specific. A medium level 
statement describes a belief in general terms, but provides little 
support for these beliefs. A medium-low level is a statement that 
describes a perspective similar to one of Gay's competencies, but 
not in multicultural terms. 
Before the third phase, the investigator placed each preservice 
teacher in a high, medium-high, medium, medium-low, or low group. 
He determined the placement by assigning a numerical value for each 
coded phrase: high (5), medium-high (4), medium (3), medium-low 
(2), and low (1 ). After he assigned a value for each phrase he 
estimated a ranking for each preservice teacher for each research 
question (see Appendix E). He assigned each preservice teacher to a 
group according to their mean value for each research question: high 
(5.0-4.1). medium-high (4.0-3.1), medium (3.0-2.1), medium-low 
(2.0-1.1), low (1.0-0.1). 
The third phase consisted of an across subjects analysis of the 
data. The purpose of this analysis was intended to see if there were 
clusters or groups of subjects with common patterns or if the 
subjects' perspectives were unrelated to each other. 
Several properties emerged from the analysis of the multiple 
sources of data to explain the levels of awareness of the preservice 
teachers. The first property was labeled indicators. The indicators 
were a compilation of statements from the preservice teachers 
grouped together according to a common theme. Once the indicators 
emerged from the data, the investigator temporarily labeled each 
indicator, to suggest why the statements were grouped together. 
For example, he temporarily labeled one indicator, respecting the 
ethnic and cultural differences students bring into the classroom. 
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He compared each indicator to one of Gay's competencies and 
then assigned permanent labels which he attributes. The attributes 
were listed under one of Gay's competencies, based upon the 
description and/or terminology used in the indicators. The 
investigator then began the process of specifying the levels of 
multicultural education awareness for each attribute (see Appendix 
F). 
The investigator coded attributes that used the same 
terminology and/or provided rationales in the indicators that were 
similar to one of Gay's competencies as high awareness levels. For 
example, "teachers should develop a knowledge base for the 
diversity found in the classroom", an attribute that used some of the 
same terminology in Gay's second competency and supported this 
belief with detailed descriptions found in the indicators. 
The investigator coded attributes medium-high that were 
similar to one of Gay's competencies, but the indicators did not 
support the attributes in as explicit terms as those coded as high. 
For example, the attribute, teachers should understand that the 
personal lives of children influence the ways they learn and behave 
in school. This attribute was similar to Gay's second competency, 
but the indicators were less explicit than indicators at the high 
level. 
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The investigator coded attributes medium that had indicators 
whose theme generally described one of Gay's competencies. For 
example, the attribute, teachers should be aware of the diversity 
among students in the classroom. While this generally described 
Gay's second competency, the indicators only provided a general 
description of why this is important. 
Medium-low coding was designated for attributes reflecting a 
similar theme as one of Gay's competencies, but was broad in its 
description and the indicators did not provide detailed descriptions. 
For example, the attribute, teachers should be knowledgeable about 
their students and discuss diversity respectfully. This attribute is 
similar in context to Gay's second competency, but those preservice 
teachers who ascribe to it did not provide a specific enough 
rationale in their statements. 
After the investigator determined the levels of awareness for 
the attributes, he clustered the teaches according to the areas of 
the study. While the investigator assigned the preservice teachers 
to a level of multicultural awareness, this did not necessarily 
signify that the preservice teacher was at the highest level of 
multicultural awareness according to Gay's competency. The 
designation signified the level of multicultural growth a preservice 
teacher achieved through the professional studies program. Often, 
the preservice teachers who were put into the higher levels did not 
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demonstrate a high awareness level when the investigator used one 
only data source, but demonstrated multicultural growth using other 
data sources. For example, a preservice teacher might not have 
articulated a high level of multicultural awareness during the 
interview, but demonstrated a high level during a classroom 
observation. 
The last phase of data analysis linked the preservice teachers 
emerging orientations to Fuller's (1975) stages of development. 
Following the determination of the awareness levels for each 
preservice teacher for each area of the study, the investigator 
designated a developmental stage according to the coded data. This 
was achieved by connecting the coded data for each preservice 
teacher to one of Fuller's (1975) developmental stages. For some 
preservice teachers the stage of development was consistent for 
each area of the study. While other preservice teachers' 
developmental levels were different for each of the study. 
Trustworthiness of the Study 
Lincoln and Guba (1985) described four pertinent tests that 
judge the quality of a case study research design: (1) credibility, (2) 
transferability, {3) dependability, and (4) confirmability. 
Credibility Lincoln and Guba {1985) described how the researcher 
must show that the investigation was conducted in a way that 
ensured that the participants were accurately identified and 
described. The researcher's reconstruction of the realities of the 
participants are credible to those who provided the data. 
Lincoln and Guba (1985) stated that a qualitative researcher 
must state the parameters of the setting, population, and 
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theoretical framework in order for the research to be valid. The 
setting was described in the "context of the case" section. The 
population was described in the "selection of the microenthographic 
case" section. The theoretical framework was described in the 
"design of the study" section. 
Transferability Transferability is where the task of demonstrating 
the applicability of the findings to another context is the 
responsibility with the investigator who is transferring the findings 
of the original investigator. To bolster the applicability of 
transferring the findings. nvestigator can refer back to the 
original theoretical frame .. ·Jrk to show how the data collection and 
analysis will be guided by concepts and models. This will define the 
parameters of the research for applying to other investigations or to 
a body of theory. Another source to ensure the study's 
transferability is triangulating multiple sources of data. 
Triangulation is the process of bringing several sources of data to 
demonstrate a single point or idea. Lincoln and Guba (1985) contend 
it is the responsibility of the investigator to provide the thick 
description in order to make judgments about application possible. 
Thick description is the task of ethnography, a process that 
describes a "stratified hierarchy of meaning structures" (Geertz, 
1973, p.7) of a phenomenon. 
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In this study the four data sources (see previous section on 
data sources) allowed the investigator to triangulate the data to 
insure the applicability of these findings to another context. Also, 
the data collection and analysis section provides the framework for 
the thick description in the next chapter. 
Dependability Dependability is where the investigator refines their 
understanding of the setting, because of the changing conditions 
within the context of the study. This understanding allows the 
investigator to continually refine the design of the study to meet 
these changing conditions. This construct is based on the reality 
that the world is not static and replication becomes problematic. 
Throughout the stuc, :he investigator incorporated the 
grounded theoretical method (Glaser and Strauss, 1967) to collect 
and analyze the data that described an emerging multicultural 
education perspective for each preservice teacher. This approach 
allowed the investigator to account for the changing conditions in 
the study. 
Confirmability The fourth construct is confirmability, where the 
findings of the study could be confirmed by another study. This 
construct is similar to the positivist standard-objectivity, but 
Lincoln and Guba (1985) place objectivity on the data rather than 
attribute it to the investigator. 
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Summary 
This current study used the naturalistic paradigm to 
investigate the emerging multicultural teaching perspectives of 
members of a professional development schools' inquiry team as 
they progressed through their professional studies. This chapter 
described the rationale for selecting this microethnographic case, 
the context of the case, and participants in the study. The design of 
the study followed the naturalistic principles of Lincoln and Guba 
(1985) and Bogdan and Biklen (1992). 
Data were collected via ethnographic methods (Fetterman, 
1989). The investigator used the grounded theoretical method 
Glaser & Strauss, 1967) to analyze the data. Two categories 
emerged that described the data: level of awareness and evolution of 
orientations. Lincoln and Guba's (1985) four tests credibility, 
transferability, dependab!iity, and confirmability were used to judge 
the quality and trustworthiness of the case study. The next chapter 
presents the results of the subject-by-subject and across subjects 
analysis. The levels of awareness and evolution of orientations 
related to each area of the study are described for each preservice 
teacher. Patterns and variations across the group are also 
described. 
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CHAPTER IV 
RESULTS 
lntrodyctjon 
The purpose of this study was to explore how elementary 
preservice teachers develop their multicultural education 
perspectives during their professional studies experience. This 
chapter begins by profiling each preservice teacher on the team. The 
next section is an analysis across the team of preservice teachers. 
This analysis consists of levels of awareness according to the 
research areas, programmatic influences on evolutions of 
orientations, and student teaching contextual influences on 
evolutions of orientations. 
Profiles of Preservjce Teachers 
This section profiles the preservice teachers. The profiles 
consist of background information, the levels of multicultural 
education awareness related to the study (see Table 2), stages of 
development for each area of study (see Table 3), evolution of 
orientations by levels of awareness (see Table 4), and evolutions of 
orientations by stages of development (see Table 5). 
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The results in Table 2 show the awareness levels for each 
preservice teacher's levels multicultural education awareness. 
Several preservice teachers exhibited growth in their multicultural 
awareness while other preservice teachers' awareness levels 
declined when they attempted to connect their multicultural 
awareness to classroom practices. The investigator defined growth 
by comparing the awareness levels at the beginning of the 
professional studies program to the awareness levels at the 
conclusion of student teaching. Other preservice teachers' 
awareness levels fluctuated according to the area of the study being 
investigated. The last group of preservice teachers exhibited 
consistent patterns of multicultural awareness in all three areas of 
the study. 
The results in Table 3 show the stages of development for each 
area of the study. The stages were determined according to the 
preservice teacher's ability to articulate their multicultural 
education perspectives proximate to Fuller and Brown's (1975) 
stages of development. The investigator attached a stage of 
development to a preservice teacher, because her statements 
advocated a perspective found in a particular stage of development. 
Preservice teachers in the self stage realistically identify with 
students, while only imagining a relationship with the cooperating 
teachers. In the task stage, the preservice teachers are interested 
in survival as teachers, classroom management, and mastery of the 
content. They believe they lack the freedom to initiate innovative 
Table 2 
f.:ru.sQIYico Teachers Awareness Levels Relating to the Areas of Study 
Perspectives toward MCE Descriptions of their Connecting their MCE 
during their linal year of evolution of their perspectives classroom practices 
professional coursework during their two years of during student teaching. 
and inlornshi~s. ~rolessional studies. 
Abby Medium Medium Medium·Low 
Allison Medium-Low Medium. Low 
Anna Medium Medium Medium 
Edith M{)(liwn Medium· High High 
[vi! lti!JII Medium Medium 
Evl!lyn lligh High High 
llannah ltigh High Medium· High 
liar r it!l Meclnrm Medium Medium 
llehm High Medium-High High 
Ida Medium Low Medium Medium. High 
Iris Medium· Low Mediurn·Low Medium 
I r 111 a Medium· High Medium·High Medium-Low 
Ivy lligh High Medium·Low 
I inda Medium- High Medium Medium- High 
Mary Medium ·lligh High High 
Tam my Mediurn·Low Medium-Low Medium liinh 
Terry Medium·High Medium High 
Ursula Medium Medium-High Medi!!m·High 
·Allison was tho presorvice teacher who could not be put into a group, because her low levels of awareness. 00 w 
I allln 3 
Presurvjce Teachers Staoes of Development Relating to the Areas of Study 
AIJby 
Allison 
Anna 
Edith 
Eve 
Evelyn 
lla11nall 
llnrril!l 
Helun 
Ida 
Iris 
I r 111 a 
ivy 
Linda 
Mary 
Tammy 
ferry 
Ursula 
Perspectivns toward MCE Descriplions of their 
during their linal year of evolulion of their perspectives 
prolnssional coursework during their two years of 
and internships. professional studies. 
Ta5k Stage Task Stage 
Self Stage Sell Stage 
Task Stage Task Stage 
1 w;k Stage Pro-Impact Stage 
lrnpacl Stage Task Stage 
Impact Stage Impact Stage 
Impact Stage Impact Stage 
Task Stage Task Stage 
impact Stage Pre-Impact Stage 
Self Stage TaskSiage 
Self Stage Self Stage 
Pre impact Stage Pre-Impact Stage 
lrnpact Stage Impact Stage 
Pre Impact Stage Task Stage 
Pre-Impact Stage Impact Stage 
Self Stage Self Stage 
Connecling their MCE 
classroom practices 
during student teaching. 
Self Stage 
Self Stage 
Task Stago 
Impact Stage 
Task Stage 
Impact Stage 
Pre-Impact Stage 
Task Stage 
Impact Stage 
Pre-Impact Stage 
Task Stage 
Self Stage 
Self Stage 
Pre-Impact Stago 
Impact Stage 
Pre-Impact Stage 
Pre Impact Stage Task Stage Impact Stage 
Task SIOO!l Pre-Impact Stage Pre-Impact Stage 
00 
~ 
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instructional ideas; they are also concerned about the nature and 
quality of instructional materials, and if they are adequately 
presenting the material. Preservice teachers in the pre-impact 
stage are concerned with the limitations, demands, and frustrations 
of their teaching situation and the entire teaching profession. 
During the impact stage, the preservice teachers are interested in 
the learning, social and emotional needs of the students, and their 
ability to accept the students as individuals. The preservice 
teachers are interested in increasing the students' feelings of 
accomplishment, and challenging unmotivated students (Barich, 
1992). 
Table 4 describes each preservice teacher's level of 
multicultural awareness for each area of the study. The first 
column illustrates the preservice teachers perspectives as they 
completed their internships and education coursework before their 
student teaching semester. The data for this area of the study came 
from archival sources, which took the written form of expression. 
For the preservice teachers whose awareness levels were high or 
medium-high, writing provided a comfortable avenue to express 
their perspectives. 
The second column reveals the evolution of the preservice 
teachers throughout the program. The investigator used all the data 
sources for this area of the study to discover the development 
processes the preservice teachers underwent to arrive at their 
perspectives. The preservice teachers whose awareness levels 
I alllu ·I 
E'L!lJulloo Ql OrjentaliQus bv I evels of AwallllleSsJnJ:ach Area of Study 
bi!!{tiJI G!Q'!YI!! 
E<lltll 
Ida 
lr is 
Mary 
filii HI!}' 
llrsul.1 
lc ii HH.l! !2 !l ~~ !!!.U 
Abby 
Eve 
I f;uu r<1lr 
I r 111 a 
Ivy 
B.l.!l:;tUi.IIUQ 
Helen 
Linda 
Terry 
CQ!!:ibiU!!I 
Allison 
Anna 
Evelyn 
Perspectives toward MCE Descriptions of their 
during their final year of evolution of their perspectives 
professional coursework during their two years of 
and internships. professional studies. 
Mt!diulll 
Medium Low 
Medium Low 
Meclium·l figh 
Medium Low 
Mmlurrn 
Medtum 
Hiuh 
1 fiuh 
Medium· High 
High 
lli!Jh 
Medium-1 figh 
Medium High 
Medium 
High 
Medium· High 
Medium 
Medium· Low 
High 
Medium· Low 
Medium· High 
Medium 
Medium 
High 
Medium· High 
High 
Medium-High 
Medium 
Medium 
Medium-Low 
Medium 
High 
Jlarri•!l Mndium Medium 
Connecting their MCE 
classroom practices 
during student teaching. 
High 
Medium High 
Medium 
High 
Medium·lfigh 
Medium·lligh 
Medium·Low 
Medium 
Medium High 
Modium·Low 
Medium-Low 
High 
Medium High 
High 
Medium- Low 
Medium 
High 
M{lcjilJm 
'Alliso11 was lim presnrvicn tnadwr who could not be put into a group, because her low levels ol awareness. 
00 
0\ 
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were high or medium-high were able to clearly describe their 
perspectives in written and verbal forms. perspectives. The 
preservice teachers whose awareness levels were high or medium-
high were able to clearly describe their perspectives in written and 
verbal forms. 
The third column displays how the preservice teachers 
practiced their perspectives in the student teaching classroom. The 
data for this area of the study came from classroom observations 
and the summary interviews. Some of the preservice teachers 
demonstrated higher awareness levels in this area of the study then 
in the two previous areas. The teachers whose levels were high or 
medium-high in this area of the study thrived on being given the 
opportunity to practice their perspectives in an atmosphere that 
resembled full-time teaching. 
The preservice teachers were clustered according to their 
growth during the their professional studies. The linear growth 
cluster were those preservice teachers whose levels of awareness 
increased during their professional studies. The linear decline 
cluster represents those preservice teachers whose awareness 
levels declined during their professional studies. The preservice 
teachers in the fluctuated cluster had awareness levels that were 
not consistent during their studies. Preservice teachers in the 
consistent cluster had levels of awareness that remained the same 
throughout each area of the study. 
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The results in Table 5 show the evolution of orientations by 
stages of development at the end of student teaching. The 
determination of the developmental stage for each preservice 
teacher was described in the description of Table 3. Table 5 focuses 
on the developmental stage exhibited by the preservice teachers 
following their student teaching experience. 
~ 
Abby was a White short slight woman in her early twenties 
who spoke and moved quickly. She was from the suburbs of a large 
city in a Midwestern state. Her encounters with other ethnic and 
social groups other than her own were minimal before she began her 
professional studies. She came to UNCG on the advice of people in 
her hometown who knew UNCG's reputation as a university that 
produces quality teachers. She always appeared to have an enormous 
amount of energy in every encounter with the investigator. She was 
never shy to offer her opinion in university classes and during 
conferences following classroom observations. She constantly 
asked for advice to improve her teaching and consistently asked the 
investigator to stop in her student teaching classroom to observe 
her teaching even when he was not scheduled to do so. 
For each area of the study, Abby was labeled at the medium or 
medium-low level of awareness. She was never able to go beyond 
the recognition of ethnic and social differences among people. Her 
awareness was especially medium-low when she had to apply her 
beliefs in the student teaching classroom (third area of the study). 
She reverted to perspectives that represented background 
influences, rather than a heightened awareness encouraged in the 
professional studies program. 
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Abby's evolution as a preservice teacher associated with the 
task stage (Fuller, 1969). During her student teaching semester she 
was constantly asking her cooperating teacher, the professor in 
charge of the team, and the investigator for advice on issues 
relating to classroom management, and understanding and presenting 
the required content. During the summary interview, she revealed 
concerns that are associated with the self stage; the students liking 
her and teaching especially well when her cooperating teacher was 
evaluating her. While, her evolution did not reveal a higher stage of 
development, she presented a perspective that allows for 
developmental growth as a teacher. 
Allison 
Allison was a White thin, quiet woman in her early twenties, 
who was brought up as an "Army brat." Her life had been associated 
with the military, since her father was a career military person. 
Therefore, she had a unique perspective on education compared to 
the other women in her team having been educated through the 
military school systems. At the time of her professional studies 
Allison's family resided at base in North Carolina and she expressed 
interest in teaching at a military school. Allison rarely revealed her 
opinions in large or small group settings. Whenever the investigator 
asked her a question, her answers usually began with nervous 
laughter and revealed little insight into the topic. 
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This quiet non-revealing demeanor was evident in all three 
areas of the study. The investigator labeled her awareness at the 
medium-low levels in the second and third areas of the study. For 
Allison, the label of medium-low represents some progress in 
acknowledging multicultural education as an important aspect of the 
educational process. In the first area of the study, the investigator 
was unable to ascertain much from her coursework and internship 
data that demonstrated a multicultural education perspective. Most 
of the data revealed concerns about getting along with the students 
and what she needed to do to get a good grade. 
Her behavior as a preservice teacher put her at the self stage 
of development (Fuller, 1969). During the summary interview, she 
expressed interest in issues at the higher stages, for example 
learning different ways to manage the classroom. When the 
investigator questioned her about professional growth following her 
graduation from the program, she revealed little concerning the 
development of a multicultural educator. She believed that there 
were other areas of greater importance in the profession that she 
needed to develop. 
Anna 
Anna was a short, thin White woman in her early twenties, who 
had a likeable smile and who was very personable. She grew up in 
Greensboro, and went away to college where she had "too much fun." 
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That year made her realize she needed to take some time off from 
school. After some time off she realized that she wanted to study 
to become a teacher and came to UNCG. She was rarely reticent 
about expressing her opinions in large groups or when the 
investigator met with privately following observations or being 
interviewed. She took the program seriously, was determined to 
become a successful preservice teacher. Whenever, the investigator 
described a behavior as being good, she took that as a failure, she 
demonstrated a desire to be the best. Within the team, she was 
accepted by her peers who valued her opinions and suggestions. She 
was especially close to Mary and Terry, and at times the three 
separated themselves physically or emotionally from the rest of the 
team. 
In all three areas of the study, Anna was labeled at the medium 
awareness level. She demonstrated growth in recognizing and 
presenting issues in the classroom relating to diversity, but 
consistently related her beliefs in general terms, never revealing 
why it was important to present different perspectives to the 
children. When she was confronted with the issue of revealing her 
own ethnic group identification to the investigator she became 
frustrated and felt uneasy. She was afraid to describe herself as 
being White fearing it would offend her Black friends in the team. 
While being sensitive to other peoples' feelings was thoughtful and 
commendable. her actions demonstrated a misunderstanding of 
issues relating to diversity. 
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Developmentally, she was at the task stage (Fuller, 1969). 
Many of her concerns focussed on controlling the students' behavior 
and surviving the hectic pace of student teaching. It was rare that 
she discussed or presented issues that went beyond the content. 
When she discussed or applied issues relating to diversity they were 
centered on eliminating "bad" behavior. 
Edith 
Edith was a pleasant, intelligent, and hard working White 
mother of a young child. She has grown up and at the time of the 
study lived 60 miles south of Greensboro, which consists of several 
small rural towns. Edith reported that the people living in this area 
of North Carolina held conservative social, political, and religious 
beliefs. During the summary interview, she described her 
astonishment at the stories many children told in her first year in 
the program. She said that while she had gotten used to the 
"horrible" stories by the second year, there were times she was still 
shocked. Generally, she remained quiet during discussions in her 
university courses and when she spoke it was after giving the topic 
a lot of thought. Edith was careful to not insult people, but was 
honest expressing her beliefs. She often smiled as she spoke to 
alleviate the tension for herself and the others when she expressed 
her opinion about a controversial topic. 
For each area of the study, Edith's awareness levels were 
labeled differently. In the first area of the study she was labeled 
medium. During the final year, the data suggested that she was still 
94 
developing her awareness to multicultural issues. When the 
investigator combined all the data over the period of the program, 
Edith's level of awareness increased to medium-high. It was during 
her student teaching semester, that she was able to implement three 
semesters of knowledge about multicultural education. During this 
last semester, Edith's level of awareness was labeled as high 
because of her ability to connect her developed multicultural 
perspectives in the student teaching classroom. 
Edith's development as a preservice teacher was associated 
with the impact stage (Fuller, 1969). During her student teaching 
semester she began challenging students in unique ways based on 
their individual needs. This follows Fuller's belief that preservice 
teachers at this stage are concerned with the learning, social, and 
emotional needs of the the students. 
Eve 
Eve was an African-American woman in her early twenties, 
from a large city near Greensboro. She was proud of her parents' 
heritage. Her mother was from a Caribbean island and her father 
was from the United States. Often, she would say that in many ways 
she did not feel like she could truly call herself an African-
American, because of her mother's heritage. One of her major goals 
was to pay for college herself. There were some semesters when 
she worked three jobs and took a full load of classes a semester. 
This workload began having a negative impact on her performance in 
the program, especially during her student teaching semester. 
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Eventually, she had to cut back on her work schedule. Eve rarely 
presented her beliefs to the group. Usually, she discussed the topic 
quietly with Irma who then seemed to express to the group Eve's 
opinions about the topic of discussion. She seldom socialized other 
members of the team, with the exception of Irma. It might be 
concluded that she was too busy to develop friendships within the 
team and that she had little in common with the other members of 
the team. 
Eve was labeled at the high awareness level for the first area 
of the study. During this period of the program, she began to make 
connections between multicultural issues and teaching. In the 
second and third areas of the study her awareness levels were 
labeled as medium. Her perspectives were evolving at a higher level, 
but she had difficulty connecting those concepts learned previously, 
into her full-time teaching experience. Often, she would use more 
traditional methods in the classroom. 
Eve's developmental level upon completion of the program was 
the task stage (Fuller, 1969). During her student teaching semester 
she was constantly asking her cooperating teacher, the professor in 
charge of the team, and the investigator for advice on classroom 
management. She believed her survival as a teacher depended on how 
well she controlled the classroom. Control she believed was linked 
to being respected and liked by the children. Another difficulty she 
discovered in her student teaching semester was mastering the 
content when confronted with a full-time teaching load. She 
overcame this difficulty somewhat when she cut back on her work 
schedules, to spend more time learning and preparing for her 
lessons. 
Evelyn 
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Evelyn was a tall, very articulate White woman in her mid-
twenties from small city near Greensboro. During her participation 
in the program she was living in small town 20 miles outside 
Greensboro with her husband, who she constantly referred to in many 
of her discussions. In large and small group settings she never 
hesitated expressing her beliefs, but was sensitive to other people's 
opinions. She presented herself as a person driven to develop her 
knowledge base in order to become a successful educator. During 
several conversations, she expressed her interest in finding and 
developing ways to connect with all children, especially those 
children whose backgrounds were dissimilar from herself. She 
always spoke in terms of being a child advocate inside and outside 
the classroom. She never came across as being pompous or too self-
assured, but portrayed herself as an intelligent young woman willing 
to change her perspectives as she gained knowledge about issues 
concerning diversity. She believed with this knowledge she could 
change several of her misconceptions about people and with some 
success carried out this new found knowledge in her internship and 
student teaching classrooms. 
In all three areas of the study Evelyn was labeled at the high 
level of awareness. By the time she completed her final internship 
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and coursework, she discussed multicultural issues near the levels 
described by Gay. She evolved into a highly competent multicultural 
preservice educator. Her perspectives were refined during her 
student teaching experience. She was able to connect her 
multicultural education perspectives during the several weeks of 
full-time teaching. 
Developmentally Evelyn completed the program at the impact 
stage (Fuller, 1969). During her student teaching semester she 
began to understand how the students' learning, social, and 
emotional needs impact upon their educational experiences. Once 
she understood each child in the classroom from these three 
perspectives, she began teaching with the belief that all the 
children will be successful in her classroom. As the last semester 
was coming to a close, Evelyn began to see that many of the children 
who previously were not successful began having feelings of 
accomplishment. 
Hannah 
Hannah was an outspoken tall White woman in her mid-
twenties from Greensboro. She was brought up in a family 
environment that had the values and beliefs found in many small 
towns in North Carolina. During her college studies she lived with 
her family for financial reasons. She described that living with her 
family caused her to "give up" many of her beliefs and values, 
because they contradicted her family's beliefs and values. During an 
interview, she said that before she moved back home, she had 
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friends from diverse backgrounds with whom she no longer 
socialized because of her family's disapproval. Even though she 
accommodated her family's wishes at home, she still maintained 
many of her beliefs toward people of diverse cultures. This was 
evident in her teaching practices and her opinions expressed in large 
and small group settings. Throughout the student teaching semester, 
Hannah was becoming disillusioned with the field of education and 
was having second thoughts about pursuing a job after she graduated. 
For the first two areas of the study, Hannah demonstrated a 
high level of awareness. She was highly aware that her childhood 
experiences challenged the beliefs espoused in multicultural 
education. Instead of challenging these beliefs, she began 
challenging her own beliefs about life and how that affects the 
children in the classroom. While she was labeled as having a high 
level of awareness, Hannah had an enormous amount of growth to 
reach the levels described by Gay. During the student teaching 
semester, Hannah exhibited levels that were reaching the highest 
levels of awareness, but she was hindered by a cooperating teacher 
whose focus was to get through the content as well as her personal 
dilemma toward the profession. 
Hannah's evolution as a preservice teacher is associated with 
the stage that Fuller and Brown (1975) described as occurring before 
the impact stage. During her student teaching semester she would 
often comment if the frustrations associated with teaching are 
worth staying in the profession. Hannah mentioned enlisting in the 
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military, a move she had thought about before her college education. 
Also, her boss at her part-time job as a waitress offered for her to 
go into the management program with the company. She believed 
these occupations might be less rewarding than teaching, but were 
less frustrating and demanding. 
Harriet 
Harriet was a tall, thin, quiet White woman in her early 
twenties from a small wealthy town in North Carolina. She rarely 
expressed her thoughts to the rest of the group and mainly 
interacted with only a few of the other team members, especially 
Linda. Linda, Helen, and Harriet were part of a program for high 
achieving high school students who were interested in becoming 
teachers. After being selected to the program the state paid for 
their undergraduate education at a participating university or 
college in North Carolina. In return, the state required the new 
teachers to teach in North Carolina for four years after they 
graduated from a teacher education program. The North Carolina 
program had special benefits and requirements for these students, 
such as summer programs and workshops. These benefits and 
requirements were to further prepare these selected preservice 
teachers to become premier educators. This special identification 
set them apart from the rest of the team. During the student 
teaching semester, Harriet began doubting her choice in professions 
and decided to go to graduate school to see if education was the 
correct choice. 
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For each area of the study, Harriet was labeled at the medium 
level of awareness. In the first two areas of the study, she never 
articulated her beliefs about cultural diversity, except to describe 
the importance of recognizing the ethnic and social differences 
among people. When she had to connect her multicultural education 
perspectives to classroom practices during student teaching, she 
had difficulty going beyond those earlier perceptions of diverse 
issues. This was compounded by a cooperating teacher who saw the 
content as the driving force for the learning process, and not the 
individual needs of the children as being an important aspect of the 
process. 
Harriet's evolution as a preservice teacher remained in the 
task stage (Fuller, 1969). To Hannah the most important issue was 
to gain control over the classroom. Her inability at times to 
maintain control often frustrated her and led to her doubting her 
career choice. From this perspective, survival as a student teacher 
was her most important concern. Also, the content emphasized by 
her cooperating teacher reinforced her belief that she was 
inadequate as an educator, because she lacked certain knowledge in 
topics being taught in the class. 
Helen 
A tall, articulate White woman in here early twenties, from a 
small town in the mountains of North Carolina. She planned on 
returning to that region of the state following graduation to marry 
and begin her career as a teacher. Helen's exposure to cultural 
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differences was minimal before her experiences in her internships 
and student teaching. While Helen presented a public personality as 
being happy and affable, in private interviews with the investigator 
she demonstrated anger, especially when things did not go as 
expected within the program. But sometimes she expressed this 
anger in public especially when the discussion centered on 
professionalism. She had limited patience for people who did not fit 
her image of a professional educator. Near the end of the 
professional studies program she began to speculate if she had made 
the correct career choice, but realized she had an obligation to the 
state to teach for the next four years. 
For each area of the study, Helen was labeled at the high or 
medium-high levels of awareness. In the first area of the study, she 
was labeled with having a high level of awareness. During this last 
semester of coursework and internship, she began to make the 
connections that Gay described. She began to recognize the impact 
teachers have on different ethnic and cultural groups. Also, she 
began to teach lessons about different ethnic groups and 
demonstrated concern for the individual needs of the students. In 
the second area of the study, Helen was labeled at the medium-high 
level of awareness. This difference in the first and third areas was 
do to her reverting back at time during her student teaching to more 
traditional concepts of teaching. During the student teaching 
semester, she demonstrated a keen sense of connecting her 
multicultural education perspectives to her classroom practices. 
While there were times her perspectives reverted back to more 
traditional concepts of teaching, her overall student teaching 
experience was a successful multicultural endeavor. 
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Helen was at the stage that Fuller and Brown (1975) 
characterized as being before the impact stage. As she was 
completing her last semester, she began to· have doubts about her 
selection of teaching as a profession. She was becoming frustrated 
with its limitations and demands that she perceived as controlling 
how she wanted to teach. This frustration was heightened by her 
obligation to the state for the next four years. 
lim 
Ida was a short, quiet White woman from a small town in 
eastern North Carolina. Following graduation she was moving back 
to her hometown to get married and hopefully teach in the local area. 
She was a shy woman who very rarely spoke in large group settings. 
Once she felt comfortable enough with the investigator, she began to 
open up and express her perspectives toward teaching. During the 
student teaching semester, she became more open with the 
investigator especially concerning her frustration with her 
cooperating teacher. Her cooperating teacher became less involved 
in Ida's work as the student teaching semester progressed, 
prompting Ida to express anger to her teacher and to the 
investigator. It was as if her experiences in the classroom were 
giving her the confidence to express her opinions publicly. During 
the summary interview she disclosed her concerns upon returning to 
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her hometown and teaching. She was wary about presenting her 
perspectives to possible employers because she believed many 
people in her hometown lacked respect and understanding of ethnic 
and cultural differences. Her experiences in the professional 
studies program had heightened her awareness, but she had 
difficulty comprehending utilizing this awareness when she taught 
in her community. 
For the first area of the study, Ida awareness level was 
labeled medium-low. During this last semester of coursework and 
internship, she was still having difficulty comprehending the 
diverse issues in the classroom. Her ability was still rooted in the 
traditional belief that cultural and ethnic diversity was not a 
significant issue facing educators. During her student teaching, Ida 
began connecting multicultural education with her teaching 
practices. Ida demonstrated a medium-high level of awareness, but 
at times she reverted back to a more traditional method of 
presenting the content. It was because of her returning often to 
traditional methodologies that over the two years she was labeled 
as having a medium awareness level. 
As Ida completed the professional studies program her stage 
of development was at the task stage (Fuller, 1969), but at times 
she showed some movement to the higher stages stages of 
development. During the summary interview, she discussed issues 
concerning how to manage the behavior of the students and the 
difficulty teachers face when the students do not behave correctly. 
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This discussion led to how teachers are limited to do certain things 
in the classroom, because of external and internal demands. This 
suggested that Ida was thinking at a higher developmental stage 
than the task stage. 
~ 
Iris was a short, thin African American woman in her early 
twenties from Greensboro. It was rare for Iris to show people she 
was unhappy, even when things were not going her way at the time. 
She usually had a smile on her face even when you could see that she 
was troubled or tired. While not very outspoken, she was not shy 
about presenting her perspectives. Whenever Irma spoke on issues 
being an African American woman to the other team members, Iris 
usually kept quiet. Iris tended to not speak about African American 
issues, but expressed a belief that all people need to get along. Iris 
expressed in private discussions that before she entered the 
program believed its role was to teach preservice teachers the 
fundamentals of teaching in an elementary schools and had not 
expected issues of cultural diversity to be part of the program. She 
had difficulty going beyond those fundamentals when she taught in 
her internships or student teaching classrooms. 
For each area of the study, Iris was labeled at the medium-low 
or medium levels of awareness. In the first area of the study, she 
was labeled at the medium-low level of awareness. During this last 
semester of coursework and internship, she was still concerned 
about issues that reflected her uneasiness being in the classroom. 
105 
She rarely discussed the children diverse terms, but viewed her 
classroom as a group of fourth graders. This view of the classroom 
was consistent throughout the two years of professional studies. 
During her student teaching semester she was forced to confront 
issues that related to diversity, because her cooperating teacher 
taught from a multicultural perspective. 
According to Fuller's (1969) stages of development Iris was at 
the self stage. During the summary interview she focussed on how 
she related to the children in the classroom as being an important 
part of her success during student teaching. Also, the lack of time 
was a constant issue she presented in the interview as being a 
hindrance in her ability to accomplish the goals she would set daily. 
She rarely spoke about classroom management, or higher 
developmental issues like the constraints placed on teachers. 
1r..m.a 
lrma was a medium built African American woman in her early 
twenties from a large Northeastern city. Irma became one of the 
leaders of the team, both spiritually and vocally. She was never shy 
about expressing her opinions in both large and small group settings. 
It always seemed whenever an issue was brought up, Irma had a well 
thought out opinion. She never appeared to just speak for the sake of 
speaking, but genuinely had something worthwhile to contribute to 
the conversation. She was well liked by most of the people in the 
team. When she spoke on issues that dealt with being one of the few 
African Americans on campus, most of the team members listened 
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intently and often remained silent following her comments. Her 
capacity to express her beliefs which for many in the group 
challenged their belief systems, did not alienate her from being a 
crucial member of the team. 
Irma was one of the unique participants in the study, because 
her awareness levels fluctuated from two extremes. In the first 
two areas of the study, her awareness levels were medium-high. 
These levels were assigned not for her abilities as an educator in 
the classroom, but as a student in the program. She was able to 
articulate her multicultural perspectives in a clear and concise 
manner when the team members discussed issues concerning 
diversity. It was when Irma had to connect her perspectives in the 
classroom that she faltered as a preservice multicultural educator. 
Instead of focusing on those issues she espoused in her courses, she 
reverted back to traditional methodologies. It was if she no longer 
viewed the children as individual people with unique cultural and 
ethnic identities. 
This inability to connect her well though out perspectives led 
the investigator to assign Irma to the self stage (Fuller, 1969) of 
development. There was evidence during some of her observations 
that developmentally she was at a higher stage, but overall her 
abilities in the classroom put her at the lowest stage of 
development. 
JJa 
107 
Ivy was a short, well-spoken woman in her early twenties 
with bright eyes, dark hair and a deep sense of curiosity for things. 
She identified her ethnic/cultural group as Hispanic, because her 
mother was from a Latin American country. Ivy loved to speak 
Spanish and used her bilingual abilities in the regular classroom 
settings and later in a partial student teaching experience in an 
elementary Spanish classroom. She had lived in various parts of the 
United States and expressed interest in teaching in another part of 
the country or possibly in another country. She consistently 
questioned ideas and concepts presented in university courses, 
questioned her teaching abilities, and questioned why the 
investigator did certain things for the study. While being one of the 
most outspoken members of the team, she never seemed to be 
socially involved with any of the members of the team. 
Similar to Irma, Ivy was a unique participant in the study, her 
awareness levels fluctuated between two extremes. In the first two 
areas of the study, her awareness levels were high. She was able to 
articulate her multicultural perspectives in a clear and concise 
manner when the team members discussed issues concerning 
diversity and in her journal entries. Her ability to connect her well 
conceived perspectives about multicultural education in the 
classroom were limited. It appeared to the investigator that she had 
difficulty translating these concepts in a language an elementary 
child could understand. 
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This inability to connect her perspectives in the classroom 
forced the investigator to assign Ivy to the impact stage (Fuller, 
1969) of development. There was evidence that during some of her 
classroom observations that she was at higher developmental 
stages, but overall her abilities in the classroom put her at the 
lowest stage of development. 
Linda 
Linda was a White, tall, quiet woman inside the university 
ciassrooms and outgoing when she interacted with the students in 
her internship and student teaching classrooms. She was in her 
early twenties, a daughter of two educators and had grown up in a 
small town 100 miles southeast of Greensboro. She described the 
town as one-third White, one-third African American and one-third 
Native American. Linda explained that her experiences living in this 
environment made her aware of issues related to diversity and how 
diversity can influence a learning environment. Linda frequently 
spoke about education in private sessions as being the key for a 
successful life. She demonstrated this belief through her 
involvement in the program for premier teachers sponsored by the 
state of North Carolina. She rarely spoke in large group settings and 
seemed to only socialize with Harriet. Following graduation, on the 
advice of her parents, Linda was going to graduate school to get her 
masters degree before beginning to teach. 
For each area of the study, Linda was labeled at the medium-
high and medium levels of awareness. In the first area of the study, 
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she was labeled with having a medium-high level of awareness. 
During this last semester of coursework and internship, she began to 
make the connections that Gay describes as being a multicultural 
educator. She was able to recognize the impact teachers have on 
different ethnic and cultural groups. Also, her lessons introduced 
differences among ethnic groups and showed concern for the 
individual needs of the students. In the second area of the study, she 
was labeled as demonstrating a medium level of awareness. This 
difference between the second and third area where she was labeled 
having a medium-high levels, were do to her reverting back at times 
to more traditional concepts of teaching. During the student 
teaching semester, she connected her multicultural education 
perspectives to her classroom practices. While there were times 
her perspectives reverted back to more traditional concepts of 
teaching, overall her student teaching experience was a successful 
multicultural endeavor. 
Linda was at the stage that Fuller and Brown (1975) 
characterized as being before the impact stage. It was during the 
summary interview that she revealed her decision to enter graduate 
school. She decided to go to graduate school in order to understand 
the concepts of teaching at a higher level, before she began her 
professional career. 
~ 
Mary was a short White woman in her early twenties from 
Greensboro. From early impressions of Mary, one could come away 
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with a belief that this woman did not really care about teaching. 
When she would speak in large group settings, she tended to be 
critical, which led many people to believe that she had negative 
attitude about the profession. In reality, she was a hard working 
woman who took her teaching experiences seriously. In private 
conferences she would often talk of her frustration when a lesson 
did not work or when the kids were not behaving and would seek 
advice on how to improve her tea~hing. She would take suggestions 
readily and would not shy away from taking chances in the 
classroom. Most of the team members never got to know her with 
the exception of Terry and Anna. These three women tended to stay 
together in team meetings and socialized with each other outside of 
the program. 
For the first area of the study, Mary's awareness level was 
labeled medium-high. During this last semester of coursework and 
internship, she began to make the connections that Gay describes as 
being a multicultural educator. She was able to recognize the 
impact teachers have on different ethnic and cultural groups. During 
the final year, the data suggests that she was still developing her 
awareness of multicultural issues. In her student teaching 
semester, she began to implement three semesters of knowledge 
about multicultural education. That semester, Mary's level of 
awareness was labeled as high. 
Mary's developmental level on completion of the professional 
studies fluctuated between the stage before the impact stage and 
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the impact stage. Mary was still struggling with the limitations, 
demands, and frustrations of the profession. During the summary 
interview, she expressed how the profession did not allow the 
freedom she expected when she decided to become a teacher. Also, 
she discussed the importance of understanding the learning, social, 
and emotional needs of the students in the classroom. 
Tammy 
Tammy was a tall, medium built White woman in her early 
twenties from the same area of the state as Edith. Her goal after 
graduation was to teach in this area. She had many of the same 
qualities as Edith, but was more reserved than Edith. She rarely 
spoke in large group settings and in interview situations she was 
often reluctant to share information with the investigator. Tammy 
appeared to be overwhelmed at times with working with children of 
diverse cultures. In private meetings she would ask for advice on 
how to deal with children who came from diverse backgrounds 
because she felt she was having difficulty communicating with 
these children. Whenever the investigator asked how things were 
going in her internship or student teaching she immediately said 
things were going fine, but eventually she would reveal problems she 
was facing. 
For the first two areas of the study, Tammy's awareness 
levels were labeled medium-low. During this last semester of 
coursework and internship, she was still having difficulty 
comprehending the diverse issues found in her classroom. Also, she 
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was having difficulty articulating her multicultural perspectives. 
Most of her articulated perspectives were rooted in the traditional 
belief that cultural and ethnic diversity was not an important issue 
facing educators. During her student teaching, Tammy began making 
connections between multicultural education and her teaching 
practices. She demonstrated a medium-high level of awareness in 
this area of the study, but still reverted back to more traditional 
methods of instruction. This inability to eliminate these traditional 
beliefs in the classroom caused her level of awareness for the 
second area of the study to be medium-low. 
As Tammy completed the professional studies program she 
was at the task stage of development (Fuller, 1969), but at times 
showed some movement to the higher stages stages of development. 
During the summary interview, her concerns about her next year's 
classroom were centered on the management of behavior. This 
discussion led to how teachers need to learn about the individual 
needs of their students. This suggests that she was thinking at a 
higher developmental stage than the task stage suggests. 
Terry 
Terry was a short White woman in her early twenties from 
Greensboro. It did not take her a long time to feel comfortable with 
the investigator. He became a confidant whenever she had problems 
in her internship, student teaching, or with the program in general. 
While she expressed her opinions when the the team had large group 
meetings, she was never perceived as a leader by the other members. 
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She remained close with Mary and Anna, often doing things socially 
with both of them. Terry appeared to enjoy her experiences working 
with the children and never discussed being overwhelmed with the 
cultural and ethnic differences she encountered. One of her 
endearing traits was to take chances in the classroom and if 
something failed she never let it get her down. Quite often when she 
failed she blamed it on her lack of experience. 
Terry was labeled at the medium-high in the first area of the 
study. During this last semester of coursework and internship, she 
began to make the connections that Gay describes as being a 
multicultural educator. She was able to recognize the impact 
teachers have on different ethnic and cultural groups. Also, her 
lessons introduced differences among ethnic groups and showed 
concern for the individual needs of the students. In the second area 
of the study, she was labeled at the medium level of awareness 
because there were times that she reverted back to traditional 
methodologies. During the student teaching semester, she 
attempted to connect her multicultural education perspectives to 
her classroom practices. While there were times her perspectives 
reverted back to more traditional concepts of teaching, overall her 
student teaching experience was a successful multicultural 
endeavor. 
According to Fuller's (1969) stages of development Terry was 
somewhere between the task stage and the stage that Fuller and 
Brown (1975) characterized as coming before the impact stage. As 
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Terry was completing her last semester, she began project to the 
next year in her own classroom. During the summary interview she 
expressed the frustration exhibited by many good teachers. There 
were two factors Terry believed to be the cause for this frustration. 
The first was how to better manage the students behavior. The 
second was the limitations and demands put on them by the state 
and the administration. 
Ursula 
Ursula was a tall White woman in her mid-twenties from a 
small rural town 50 miles north of Greensboro. She was never shy 
about expressing her opinions in large and small group settings. As 
Ursula became more involved in the program, she began to confront 
her past experiences and the attitudes expressed in her family and 
community. Her experiences in the internships and student teaching 
led her to believe that the stereotypes and prejudices that were 
commonplace in her past could no longer be tolerated. Of all the 
team members, she probably confronted her past more than any one. 
She would often speak in private conferences that she was 
frustrated by comments and attitudes in her family and did not know 
how to handle them. Her goal was to return to her community and 
begin implementing many of these ideas and beliefs about diversity 
that she had learned in the program. 
For the first area of the study, Ursula's awareness level was 
labeled medium. During this last semester of coursework and 
internship, she began to make the connections that Gay describes as 
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being a multicultural educator. She was able to recognize the 
impact teachers have on different ethnic and cultural groups. During 
the final year, the data suggests that she was still developing her 
awareness of multicultural issues. In her student teaching 
semester, she began to implement three semesters of knowledge 
about multicultural education. That semester, Ursula's level of 
awareness was labeled as medium-high. 
Ursula's developmental level on completion of the professional 
studies was at the stage before the impact stage (Fuller and Brown, 
1975). She was still struggling with the limitations, demands, and 
frustrations of the profession. During the summary interview, she 
discussed a possible job offer in an alternative school setting where 
she would have more freedom than in a traditional school setting. 
She believed that in this setting she would be less frustrated and 
limited by the things she could do in the classroom. 
Analysis Across Preservice Teachers 
Analysis by levels and research areas 
The investigator assigned the preservice teachers' to four 
levels of awareness separately for each of the research questions. 
The levels were high, medium-high, medium, and medium-low The 
criteria used for level assignment were their perspectives (beliefs, 
attitudes, and values) toward multicultural education as they 
completed their final year of professional coursework and 
internships, and student teaching. Initially assignment to an 
awareness level was tentative, using Gay's (1986, 1989) set of 
multicultural education teaching competencies. 
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Following the establishment of the levels, the investigator 
analyzed the data to formulate statements, called attributes. The 
attributes showed how the preservice teachers' perspectives in each 
level corresponded to Gay's set of competencies. Table 6 identifies 
the attributes according to Gay's four multicultural competencies. 
Under each competency the attributes associated with the 
preservice teachers differed in the amount and the distribution 
according to their levels of awareness. The first competency 
revealed six evenly distributed attributes. The second competency 
exhibited 16 unevenly distributed attributes: six high, three medium 
-high, four medium, and three medium-low. The third competency 
revealed fifteen attributes: four high, five medium-high, four 
medium, and three medium-low. The fourth competency had only 
three attributes in each of the three top levels and none in the 
medium-low level. The fourth competency shows a lack of 
experience preservice teachers have working with parents and the 
community and the inability to recognize these two components as 
important participants in the educational process. 
Table 7 shows the clusters of preservice teachers that 
developed according to the awareness levels for each area of the 
study. The investigator assigned each preservice teacher to a level 
based on two factors. The first factor was the ability to 
demonstrate multicultural behaviors according to Gay's 
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Table 6 
Attributes According to Gay's Competencies 
A. Gay's First Competency: Become familiar with the attitudes 
and behaviors (educators) have toward different ethnic groups 
and how these are habitually exhibited in their school 
functions ... (and) understand the effects of these on students, 
relative to self-concepts, academic abilities, and educational 
opportunities available to students. 
Attributes 
A.1 Teachers should be familiar with their own perspectives and understand how they 
can effect students self-concepts, academic abilities, and educational 
opportunities.(H) 
A.2 Teacher should be a guide when exploring issues concerning diversity.(MH) 
A.3 Teacher should become aware of themselves, to understand how their behavior 
can effect the students behavior.(MH) 
A.4 Teachers should be aware of one's own ethnicity and how that effects the 
interaction with students.(M) 
A.S Teachers should understand how their own perspectives can effect the learning 
processes of the children in the classroom.(M) 
A.6 Teachers should understand how the perspectives of the teacher can effect the 
students ability in the classroom. (ML) 
B. Gay's Second Competency: Acquire the knowledge concerning 
ethnic groups' histories and heritages, life experiences, and 
interactional styles to bridge the gap between the cultural 
values and behavioral codes of themselves and their students. 
Attrjbytes 
8.1 Teachers should be respectful of students' ethnic and cultural differences in the 
classroom.(H) 
8.2 Teachers should understand how each child's ethnic background affect the way 
they learn in school and help students understand the experiences of various 
ethnic and cultural groups by bringing into the classroom different 
perspectives.( H) 
8.3 Teachers should develop a knowledge base for the diversity found in the 
classroom.(H) 
8.4 Teachers should learn to understand the effects of the children's personal lives 
have on their behavior in schooi.(H) 
8.5 Teachers should be aware of different perspectives when selecting and utilizing 
multicultural materials in the classroom.(H) 
8.6 Teachers should develop an awareness of the ethnic and cultural differences found 
in the student teaching classroom.(H) 
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Table 6 (continued) 
B. 7 Teacher should discuss and interact with different cultures within the classroom 
and extend the discussion beyond the classroom.(MH) 
B.8 Teacher should understand that the personal lives of children affect the way they 
learn and behave in schooi.(MH) 
B.9 Teachers should teach according to the individual needs of the students in the 
classroom .(M H) 
B.1 0 Teachers should be aware of the children's perspectives and understand how they 
influence what they learn.(M) 
B.11 Teachers should recognize the diversity in the classroom in all aspects of the 
learning process.(M) 
B .1 2 Teachers should be aware of the ethnic and cultural backgrounds and experiences 
of the students in the classroom.(M} 
B.13 Teachers should be aware of the diversity among students in the classroom.(M} 
B.14 Teachers should be knowledgeable about their students and discuss diversity in a 
caring and respectful manner.(ML) 
B.15 Teachers should develop an understanding of the experiences of the different 
ethnic and cultural groups in the classroom.(ML) 
B.16 Teachers should develop an understanding of how the diversity found in the 
classroom impact upon the learning process.(ML) 
c. Gay's Third Competency: Develop the skills to meet the 
educational needs of all children, such as: different learning 
and teaching styles; creating a supportive environment; 
reduction in stress, tension, and conflict; selection of 
materials; and introducing different perspectives, aspirations, 
and experiences. 
Attributes 
C.1 Teachers should be caring and supporting students' individuality by creating an 
atmosphere where they are allowed to freely express themselves in a respectful 
manner.(H) 
C.2 Teachers must develop the skills to create a supportive and open learning 
environment.( H) 
C.3 Teachers should develop a warm and caring environment where the children 
develop a sense of success.( H) 
C.4 Teachers should present material that is relevant to the children and different 
perspectives. (H) 
C.S Teachers should create a supportive environment, which addresses different 
learning styles, abilities, and experiences.(MH) 
C.6 Teachers should introduce and discuss different cultural perspectives in the 
classroom.(MH) 
C.? Teachers should create a multicultural learning environment by presenting 
different perspectives.(MH) 
C.a Teachers should create a supportive learning environment, where students can 
freely express their own perspectives.(MH) 
Table 6 (continued) 
C.8 Teachers should provide a variety of teaching methods to target the various 
learning styles.(MH) 
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C.9 Teachers should create a caring community in the classroom, by presenting 
different perspectives, students contribute to the learning process, and students 
can freely express their perspectives.(M) 
C.1 0 Teachers should select and utilize materials that reflect different cultural and 
ethnic groups inside and outside the classroom.(M) 
C.11 Teacher should make learning relevant to the lives of the children by presenting 
different perspectives.(M) 
C.12 Teachers should create a safe and caring environment in the classroom.(M) 
C.13 Teachers should promote equality and respecting differences when discussing and 
learning about diversity.(Ml) 
C.14 Teachers should create an environment that encourages children to experience 
different learning styles.(Ml) 
C.15 Teachers should create a supportive environment where children feel safe in 
expressing and develop their own perspectives.(Ml) 
D. Gay's Fourth Competency: Develop the respect and the 
appropriate communication skills when interacting with 
parents and the community . 
Attributes 
0.1 Teachers should respect and communicate with parents in a manner that they able 
to feel comfortable expressing their needs for their children.(H) 
0.2 When interacting with parents, teachers should be respectful of their beliefs, be 
honest and listen carefully to their needs.(MH) 
0.3 When communicating with parents, teachers should be open, honest and 
respectfui.(M) 
~ (H)= High Level; (MH)=Medium-High Level; (M)= Medium Level; (ML)= 
Medium-Low Level 
competencies. A preservice teacher's awareness level assignment 
does not suggest that they reached a level of multicultural 
awareness for that area of the study, but represented the preservice 
teacher's awareness of diversity and the willingness to address the 
issues associated with Gay's set of multicultural competencies. It 
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becomes evident in the presentation of the results that several 
preservice teachers assigned to a higher level were not specifically 
meeting the criteria set by Gay. 
The second factor showed the ability of the preservice 
teachers to articulate their multicultural education perspectives as 
they related to Gay's multicultural competencies. Several 
preservice teachers were assigned to a higher level, because their 
perspectives were clearly articulated in the context of Gay's 
competencies. 
The resul+3 revealed that preservice teacher level assignment 
was not consistent for each aspect of the study. The investigator 
asked the preservice teachers to elaborate on their thoughts from 
their portfolios, classroom observations, multicultural education 
inventory, and informal interviews. Their replies were the 
precedent for level assignment (see Appendix E). Some preservice 
teachers remained within the same level for all of the multicultural 
competencies. 
The following four sections consist of an across analysis of 
the 18 preservice teachers' multicultural education awareness 
levels. The investigator subdivided each section into three parts 
that described the areas of interest for the study: 1) the preservice 
teachers' perspectives toward multicultural education as they 
complete their final year of professional coursework and 
internships; 2) the preservice elementary teachers' description of 
the evolution of their multicultural education perspectives during 
I nblo 1 
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the two years of professional studies; and 3) how the preservice 
elementary teachers connect multicultural education perspectives 
with classroom practices during their student teaching. Following 
each part is a list of the attributes. Then the investigator analyzed 
each attribute based on the indicators that described the 
perspectives of the preservice teachers. Within the analysis are the 
perspectives generated from the multiple data sources. 
The following four sections consist of an across analysis of 
the 18 preservice teachers' multicultural education awareness 
levels. The investigator subdivided each section into three parts 
that described the areas of interest for the study: 1) the preservice 
teachers' perspectives toward multicultural education as they 
complete their final year of professional coursework and 
internships; 2) the preservice elementary teachers' description of 
the evolution of their multicultural education perspectives during 
the two years of professional studies; and 3) how the preservice 
elementary teachers connect multicultural education perspectives 
with classroom practices during their student teaching. Following 
each part is a list of the attributes. Then the investigator analyzed 
each attribute based on the indicators that described the 
perspectives of the preservice teachers. Within the analysis are the 
perspectives generated from the multiple data sources. 
High Level 
The preservice teachers perspectives toward multicultural 
education as they complete their final year of professional 
coursework and internships. 
The five preservice teachers Evelyn, Hannah, Ivy, Helen, and 
Eve demonstrated the following attributes: 
1. Teachers should be respectful of students' ethnic and 
cultural differences in the classroom. 
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2. Teachers should be familiar with their own perspectives 
and understand how they can affect students self-
concepts, academic abilities, and educational 
opportunities. 
3. Teachers should be caring and supportive of students' 
individuality by creating an atmosphere where they were 
allowed to freely express themselves in a respectful 
manner. 
4. Teachers should understand how each child's ethnic 
background affect the way they !earn in school and help 
students understand the experiences of various ethnic 
and cultural groups by bringing into the classroom 
different perspectives. 
5. Teachers should respect and communicate with parents 
in a manner that the parents are able to feel comfortable 
expressing their needs for their children. 
Attribute 1: Teachers should be respectful of students' ethnic and 
cultural differences in the classroom. 
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When questioned during the interview about the many teacher 
roles in the classroom when they interact with their students. 
Evelyn believed that teachers must maintain a sense of respect for 
all children regardless of their ethnic identity. She understood that 
a White child's group identification was more complex than their 
Whiteness. 
Even if I go into a class and everyone is as White as I am, you 
are still going to have different histories, kids who are well-
off and not so well-off financially, kids whose parents are 
divorced, kids whose parents are married, kids who live on 
farms, kids who live in apartments? Important to say well 
what you do is important, what people do is important, 
everything has value, create that atmosphere of respect, for 
everyone and themselves (Summary interview, April 22, 1994). 
Helen described her perspectives toward a teacher's role in the 
educational process by relating an incident she had in her third 
internship. She taught a lesson to third graders concerning 
stereotypes. The lesson was about the stereotyping of Native 
American people. While the lesson went well according to herself 
and the university observer, one of the children who happened to be 
Native American became upset and eventually left the classroom. 
Helen described the incident in her journal. 
I treat prejudice carefully and sensitively since I had a Native 
American child in my classroom. The lesson was not a problem 
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for her until near the end. We had been talking about how 
stereotypes can hurt people's feelings, this triggered an 
incident she remembered where her feelings were hurt. I 
handled it by getting the class started on the action contracts 
(part of the lesson), checking on this child, and then working 
with the class for a few more minutes. The girl was upset and 
quietly went out into the hall and I followed her once the class 
was working. I was so glad I had not hurt feelings and within a 
few minutes and a hug she was fine (Journal, November 19, 
1993). 
Initially, Helen thought it was something she had done to make this 
child feel bad. It was not until later in the day, when Helen spoke 
with the child and discovered that the lesson triggered a bad past 
experience. The experience was when some people made some 
insulting remarks about Native Americans and this child heard them 
and became confused and upset. It was Helen's first time where the 
differences found in the classroom created a problem. This led her 
to a belief that teachers must remain cognizant toward the 
differences found in classroom at all times, especialiy during the 
planning stages of a lesson or unit. 
Attribute 2· Teachers should be famj!jar with their own 
perspectives and understand bow they can affect students self-
concepts academic abjlitjes and educational opportunities 
At the beginning of the teacher education program, Evelyn 
defined segregation in a journal entry. During the interview, she 
was asked again to define the terms she used to describe 
segregation, "internal segregation" and "external segregation." 
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Internal segregation it would be my thought processes, do I 
have great thoughts, do I have feelings, do I separate myself 
from other ethnic groups, do I purposely seek out people of my 
own background? External segregation, let's see how fast the 
boys can run, let's see how quiet the girls can be, do I call on 
all White children over Black children, do I call on boys more 
than girls, am I setting up an environment that segregate 
students from each other, do I have one group of children that I 
have different expectations from another group of children, 
simply because of their race or their sex or their background. 
Internal is myself, external is somebody else doing it and I can 
impose it on my classroom (Summary interview, April 22, 
1994). 
This definition of segregation, demonstrated a heightened awareness 
of the impact teachers have on their students. While she never 
divulged her own views toward groups of people, she did present an 
attitude that she had given a lot of thought on how teachers need to 
interact with all groups of students. According to Evelyn, this 
interaction must be carefully thought out by teachers in order to not 
cause any psychological damage to the children. 
Ivy's perspectives were related to her university and 
internship experiences. Her perspectives were heightened during the 
seminar sessions when a professor from UNCG came into their 
seminar and discussed multicultural education. She believed the 
sessions were beneficial for most of the preservice teachers in the 
inquiry team. The discussions that occurred during these seminar 
sessions allowed for reflection by the preservice teachers. Several 
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sessions were centered on how the preservice teachers' own group 
affiliation affected the ways they interacted with all people, 
especially the students in the internships. 
The times that Dr. Wilson came in (seminar sessions), I 
thought that was really helpful for me and I think a lot of 
people it helped a lot. What she did was good as far as having 
you think about how we view ourselves and about our ethnic 
groups and also taking that into teaching and helping students 
with it. How are you going to help children develop that, it 
was good (Summary interview, April 28, 1994). 
When the investigator asked the other preservice teachers their 
impressions of these seminar sessions, most of the other preservice 
teachers did not internalize at the same level as Ivy. She understood 
how teachers' group affiliation can affect the way they perceive and 
interact with their students. 
At the beginning of the multicultural education inventory, the 
preservice teachers were asked to describe their ethnic or cultural 
group affiliation. Helen, Hannah and Eve had a difficult time 
reaching the point of easily identifying their group affiliation. This 
uneasiness made all three preservice teachers realize that while it 
was a personal struggle to identity themselves to a group or groups, 
they understood how their perspectives can effect student behavior. 
Helen refused to identify her her group affiliation, and during the 
summary interview the investigator asked her to describe her 
rationale for not divulging her ethnic or cultural group affiliation. 
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She replied, that because of the negative implications other people 
assume when describing your ethnicity. She never stated with what 
ethnic or cultural she identifies, but she did reveal her perspectives 
on the affects labeling has on oneself and others. 
I hate being labeled, if you put something down you are labeled, 
consciously or unconsciously you are labeled, and if you have 
label you want that label to be, good. If you label me White 
that is not necessarily good, but that does not mean I don't 
want to be anything else I like being White, White is fine. I 
don't want to have to go thinking about that everyday, some 
people like thinking about it. I like to focus on, am I doing my 
part to make people feel good, rather than think about why 
people don't like me or don't like something about me. If you 
say I put mountain girl on there, that would be good for me and 
that is something I like and I am proud of, for other people that 
may be a bad thing, so by putting something down I would label 
myself (Summary interview, April 26, 1994). 
When faced with the same question, Hannah's answer was 
similar to Helen's. She refused to label herself, but her rationale 
stemmed from her own inability, rather than a fear of being labeled, 
"I cannot go into details about the ethnic groups I am, experiences 
that has made me a person I am, because it is based on a whole lot of 
factors and trying to fit myself into one group or another doesn't 
really work" (Summary interview, April 29, 1994). Her reticence 
was not based on ignorance about her identity, but a realization that 
her group affiliation was very complex part of her identity and 
something she was still trying to comprehend. 
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Eve came from a different perspective than the other four 
preservice teachers. She was a woman who understood and was 
proud of her identity, but American society refused to assign a group 
affiliation for her, she stated, "there isn't a label for me, my father 
is African American and my mother is from Jamaica" (Summary 
interview, April 25, 1994). She described her experiences in public 
schools and how these experiences had affected her perception of 
others who lacked a clearly defined group affiliation. These 
experiences were a lack of recognition of her ethnic heritage. She 
discussed how she would never become a teacher like the ones she 
had. 
You only talk about it (African American experiences) when you 
got to certain wars or certain movements, little things we 
never talked about. Unless I took upon myself to go out and 
find information and it made me feel bad because I am sitting 
in the corner and this other group they had this and they had 
that, it makes you feel bad about yourself as a person, to think 
that we only contributed this much and they had all this and 
that is not the case (Summary interview, April 25, 1994). 
Attribute 3· Teachers should be carjog and supportive of the 
students' individuality by creating an atmosphere where they were 
allowed to freely express themselves jo a respectful manner 
All five of the preservice teachers described the importance of 
learning about their students, by encouraging the students to 
express their feelings and opinions. Evelyn described an interaction 
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she had with her students during her third internship. One of the 
primary goals near the end of a lesson about a Native American 
ritual, which included the use of speaking stones, was to encourage 
the students to express their thoughts about the lesson. She 
described the lesson in her journal. 
I later went back and asked the students what their favorite 
part of the lesson was, several children remarked that they 
liked the speaking stones because it gave everyone a chance to 
participate. I like to know what the children are thinking 
about. When a boy said that he thinks of Black people when he 
hears the words Native American, I was somewhat surprised, 
so I went back to him later when it was just the two of us and 
asked what were you thinking about when you said this? My 
intention was to find out more about his thoughts on this issue 
without the possibility of embarrassing him and hopefully he 
would be more honest if it was just me instead of the whole 
class (Journal, October 1, 1993). 
Later in the semester Evelyn discussed her internship 
experiences during the past three semesters. 
You have to pull from your students in the classroom, that 
gives you a springboard and you can go anywhere from there, if 
I just bring things in that will have little meaning for them, 
and they are never going to see that again in their lives, they 
are not going to be interested, they couldn't care less. I hope 
give my kids something they need. My children come first, if 
something is not working that I am doing it is not their fault I 
need to change what I am doing and to gear what I am doing for 
what they need. Many times if something isn't working and 
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rather than pursue it and get them frustrated and I get 
frustrated, I will throw it out and try it another time in a 
different way. I've learned to be flexible, twenty-three 
individuals with personalities running around the room not 
including the teacher and me and the aid, you have to be very 
flexible. I try to listen and do what I can and I know can't 
meet the needs all the time, but I want to be there for them 
(Journal, November 10, 1993). 
Evelyn demonstrated a higher awareness level of the children's 
needs compared to the other members of the team. She was 
cognizant to the immediacy of the children's needs, while displaying 
an awareness of a need to create an atmosphere for encouraging 
children's feelings and desires. 
Helen discussed her experiences working with kids from 
various ethnic groups in the summary interview: "I like to see what 
the students bring in, I find it interesting" (Summary interview, 
April 26, 1994). She was asked by the investigator to elaborate on 
why she finds it "interesting", she stated; "I really rely on their 
opinion and what they are saying and where they are coming from, an 
encourager, we would be really boring if we were the same" 
(Summary interview, April 26, 1994). Helen revealed her desires to 
pursue a learning process, where learning comes from the student 
and their experiences, rather than from the teacher's. 
Eve's perspectives for the needs of students were similar to 
Helen's. Eve stated; "it is interesting to sit back and hear the terms 
the children use, get their opinion or truth about a situation, they 
know a lot more then you think they know" (Summary interview, 
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April 25, 1994). These two preservice teachers whose dissimilar 
life experiences, developed similar perspectives toward the 
education of children. 
During their summary interviews, Evelyn, Ivy and Eve 
discussed the importance of creating a caring relationship between 
students and teachers. They described caring as a means to 
encourage a sense of individuality. Teachers must reinforce the 
reality that all people were different and society must respect 
those differences. Evelyn believed caring was intertwined with the 
behaviors of students in school: 
Having the children know and respect that they are all 
different, it's okay to agree to disagree, no one's opinion is 
right or wrong, no one is better than anyone else, you have to 
have the respect in the classroom, and if they respect each 
other and themselves, they will understand that the 
differences are common and not laugh (Summary interview, 
April 22, 1994). 
While Ivy's perspectives were similar to Evelyn's, she added what 
teachers must do to create a classroom atmosphere that emphasized 
respect for all people. 
If you let them talk about something that means something to 
them, they will listen to each other, it means so much more to 
them. I can stand here and talk forever and let them say one or 
two things and that is fine and they will get something from 
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it, but if they get a chance to express what they are feeling it 
will mean something more to them (Journal, January 26, 1993). 
Eve described a lesson she taught about the requirements 
needed to become the president. Following the lesson, she discussed 
with her university supervisor her perceptions and rationale for 
teaching the lesson. She wanted to encourage and enhance the 
students' self-esteem by making the students realize they all have 
the potential to become president. "The main point of my lesson was 
to show them that any one of them had the potential to be president, 
they all possess qualities and skills to be great leaders" 
(Observations, April 14, 1994). 
During the summary interview the investigator asked Eve how 
she enhanced each students individuality, she stated; "Have an 
abundance of information about a lot of different cultures, 
especially those that are represented in the classroom, to show the 
differences and similarities" (Summary interview, April 25, 1994). 
She remarked that her experiences during the three internships made 
her aware of the difficulty working with a diverse student 
population. 
Having to work with diverse set of students, meaning that they 
have to be cohesive, but also they are individuals to be able to 
look at one child and being able to cater to their needs, totally 
different from another child and make them understand they 
are individuals, but they are on the same level. They are all 
individuals at the same time, you have to treat everyone equal, 
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have to be when you have students that are not working at the 
same capacity as the other students and get them to feel that 
they are and the thing that they are doing is just as important 
(Summary interview, April 25, 1994). 
Attribute 4: Teachers should understand how each child's ethnic 
background affect the way they learn jn school and help students 
understand the exgerjences of various ethnic and cultural groups by 
bringjng jnto the classroom different gersgectjyes 
Ivy, Helen and Eve, became aware during the teacher education 
program that a child's ethnicity was reflected in his or her behavior. 
Each of the three preservice teachers arrived at this belief in a 
different manner. Ivy's awareness took place during her 
observations in the classrooms during her internships. 
I learn from the kids when I am watching them, I think the 
teacher should respect the different ethnicities and different 
races, and respect and acknowledge the differences not just 
looking at them, but acknowledge and work with them. With 
children if you identify some of the differences and play on 
that, have them work from that (Summary interview, April 28, 
1994). 
Helen's analysis of the how children learn was more 
philosophical: "When you are considering that the culture that 
someone is from, dramatically affects the way they learn, you are 
thinking about where they are coming from" (Summary interview, 
April 26, 1994). She continued this discussion by defining 
multicultural education: 
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I think multicultural education is reading the child's moods in 
the children of my classroom, we need to confront diversity 
and recognize it and learn how to accept it because I am the 
teacher who needs to acknowledge how the culture affects the 
way that child learns (Summary interview, April 26, 1994). 
Eve developed her perspectives during the internships, where 
she was able to observe children in the classroom who were from 
different cultural groups. 
Just because you have differences, there are basic things that 
are similarities and just because somebody is from one group, 
does not mean that students from another group can't view it 
the same way, but have different ways of getting around to the 
same point, every child knows that three plus two is five, but 
one student may count on his fingers and the others may count 
in their head, they have different means to coming to the same 
conclusion (Summary interview, April 25, 1994). 
When she was asked in the summary interview, how would she learn 
the histories and heritages of the different ethnic groups in the 
classroom, she replied: 
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My classroom next year, I plan to target every child, look at 
their nationalities, and where their parents are from, and 
grandparents, kind of like a family tree, and study about all the 
different countries that are in the classroom, talk about 
different communities (Summary interview, April 25, 1994). 
All the students agreed that the teacher's responsibility is to 
present many perspectives in the classroom. When they were asked 
to elaborate on why this was an important part of teaching, Evelyn, 
Hannah and Ivy provided somewhat different reasons. Evelyn 
believed a teacher must go beyond their own experiences and bring in 
other perspectives that may be more beneficial and enhance the 
students understanding of the lesson. Also, she believed that 
students' must go beyond their realm of understanding and apply 
their knowledge to global problems. 
I should help students understand the experiences of various 
ethnic and cultural groups, obviously my ethnic group is 
different from others, but I think students need to know what 
happened and what is happening. You can draw a lot of 
comparisons between what is going on in Bosnia and what 
happened in Germany, I want my students to have compassion 
for other people (Summary interview, April 22, 1994). 
Evelyn believed that presenting one perspective was not beneficial 
for students and that students must take responsibility for the 
learning. "To bring in many perspectives, if all you have is one 
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perspective and that happens a lot because of limited resources, 
have the children find more" (Summary interview, April 22, 1994). 
Similar to Evelyn, Hannah wanted students to go beyond the 
confines of their community and begin to delve into national, global 
and historical issues. Her beliefs are grounded in her history 
coursework outside the education program. In the summary 
interview, she described how the history courses forced her to think 
from other perspectives. She believed she could incorporate 
different perspectives in her teaching to enhance the global 
perspective she wanted to develop in her classroom. 
Should include looking at the different populations that make 
up the United States, and not only looking at it from our 
perspective as Americans, but trying to look at it from all 
people. Was it voluntary? What other reasons caused them to 
be here, includes Chine. Blacks coming over as slaves, involves 
the British and the different European communities. 
Somewhere when we say White, we talk about Europeans, well 
in Europe these many countries, recognizing each of those 
individually, and their contributions (Summary interview, 
April 29, 1994). 
During the interview, Ivy explained how she would present 
differing perspectives in the classroom, "Present different groups 
that are not typical, but to have speakers come in and talk about 
themselves and to each other (Summary interview, April 28, 1994)." 
She was asked to elaborate on when she would present the different 
perspectives. 
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I see it (diversity) as educating the students about other 
experiences, it gets hard because you have so much to do and I 
think you have to do it in a way, not necessarily specifically 
sit down and teach this, you have to make it part of your 
teaching ... You have to reach different children different 
ways, and if you are to use one set of materials that focus on 
direction, whether it would be middle class, whatever White or 
Hispanic or Black whatever, or male female, you can't just hit 
one group. If you have different sides or views in your 
material, multiculturalism means a lot more people (Summary 
interview, April 28, 1994). 
For the multicultural education inventory most of the 
preservice teachers put either strongly agreed or agreed that 
classroom materials should represent many perspectives. When 
asked to elaborate on why they think it was important, Hannah, and 
Eve provided different reasons. Hannah's rationale was significantly 
different from the other preservice teachers. 
The children need it (materials) about ethnic and cultural 
groups, it is not necessary all the time that the person who 
writes the material is from that cultural or ethnic group. A 
lot of times it is helpful because the person is the best judge, 
the most relevant to you, and just because if you are writing a 
book about Chinese Americans, it doesn't have to be written by 
Chinese Americans, if someone thoroughly researched the topic 
it can be written by anybody a Filipino or whatever (Summary 
interview, April 29, 1994). 
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Eve the preservice teacher who believed her own public school 
experiences as a student is the benchmark for what she will do as a 
teacher. She believed that the educational system did not provide 
enough relevant learning information and experiences. Her group 
affiliation was African American. 
From my own experiences, growing up, a lot of times the 
!earning materials, targeted one single aspect of one culture 
or two cultures, and they were very stereotypical of the other 
culture, Black or Indians the would talk about Harriet Tubman, 
or Hiawatha, Pocahantas, think about Hispanics what they have 
to offer, it is so much arts, literature, everything it is not fair 
for children to go on thinking these things about a certain 
culture (Summary interview, April 25, 1994). 
During the summary interview, the investigator asked Eve what she 
will do to make sure this will not happen to her students: "Have an 
abundance of information about a lot of different cultures, 
especially that are represented in my classroom, to show the 
differences and similarities" (Summary interview, April 25, 1994). 
Attribute 5: Teachers should respect and communicate with parents 
in a manner that the parents able to feel comfortable expressing 
their needs for their children. 
Evelyn and Hannah provided a clear description on how they 
will treat parents, especially those parents who were from a 
different ethnic or cultural group from their own. Evelyn's 
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description was similar to many of the preservice teachers, she 
dealt with issues of parents who were interested in their child's 
education, those parents who were not interested and, those parents 
who were culturally different from the teacher. 
I am always happy to see parents here to know what is going 
on and why things are being done the way they are. I will 
explain my position and then ask them if they have any 
questions or comments or ideas of different ways that I can do 
something that will be more effective with your child. I don't 
try to dismiss what parents have to say, because if they are 
taking the effort to send a correspondence they want to know 
what is going on. I would rather have a parent get in my face 
then have a parent when I send things home to get signed and 
they come back without a signature or signed and the parent 
has not read it. If they are culturally different from me, you 
have to be real respectful of them, must respect that they are 
the parents, listen to what they are saying and know that they 
are not just saying to be difficult, they really have genuine 
concerns (Summary interview, April 22, 1994). 
Hannah one of the most outspoken preservice teachers in the 
inquiry team and was very clear on how she stood in most issues, 
but she respected the wishes and desires of the parents. She 
realized that not all parents were the same and teachers must 
respect and communicate in a manner that the parents could 
understand. 
If I am honest that parent has an option to say what is on their 
mind. They are entitled to ask what are my children learning. 
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I am not going to try to impose my beliefs any more than I 
want them to impose them on me, but I am certainly going to 
try to have communication so they will know why and I know 
why we both feel that way. I am me and not ashamed, that 
does mean that I am not going to talk to people differently. 
Because, if I have well educated parents coming in I don't want 
to seem dense I want them to feel confident in my ability as a 
teacher and I will speak to them that way. Given the same 
message for the way I'm saying it may be different if I feel 
that the parents are well educated, they haven't finished 
school. They in the first place are not going to feel 
comfortable since school has never been a comfortable place 
for them. I first want make them comfortable and I don't want 
to intimidate them (Summary interview, April 29, 1994). 
The preservjce elementary teac .. ers descrjptjon of the eyolytjon of 
thejr my!tjcyltyral edycatjon perspectives dyrjng the two years of 
professjooal stydjes 
These preservice teachers held the beliefs that teachers must 
recognize the diverse nature of learning, the impact of a student's 
perspectives on their ability to learn, and create a supportive 
environment in the classroom. The four preservice teachers Evelyn, 
Hannah, Ivy, and Mary demonstrated the following attributes: 
1. Teachers should develop a knowledge base for the 
diversity found in the classroom. 
2. Teachers should learn to understand how the children's 
personal lives affect their behavior in school. 
3. Teachers should be aware of different perspectives 
when selecting and utilizing multicultural materials in 
the classroom. 
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4. Teachers should develop the skills to create a supportive 
and open learning environment. 
Attribute 1: Teachers should develop a knowledge base for the 
diversity found in the classroom. 
All the preservice teachers were questioned during the 
summary interview about the role teachers need to demonstrate in a 
classroom with a diverse student population. Ivy discussed her 
experiences at Wilson school. Initially, her views toward the school 
were that the teachers emphasized multiculturalism. As she spent 
more time at the school, she came to realize that the teachers 
presented the material, but rar·=i., dealt with the issues that 
concerned the students. Her experiences in a first grade classroom 
revealed that even young children were able to discuss "some hard 
issues." 
In her journal, Ivy wrote about a presentation about learning 
styles by a local principal that influenced her thoughts on teaching. 
The presentation brought up the issue of how teachers must 
recognize the diverse learning styles found in a classroom. Ivy 
realized that a diverse student population brings into the learning 
process a multitude of ways to learn. 
I never dreamed that some people need to eat or drink as they 
learn, or that other people need to move around or stand up in 
order to concentrate. I didn't think that some people need to be 
alone without anyone around to learn or that some people need 
the immediate presence of the instructor to learn most 
effectively (Journal, September 10, 1992). 
143 
During the next semester, the preservice teachers viewed a 
video about discrimination. Ivy wrote in her journal that the "video 
about discrimination was shockingly frightening . . . so many people 
in America still harbor so much prejudice. To deny a person the 
right to rent an apartment, one of so many examples, solely because 
that person has a different color skin" (Journal, January 26, 1993). 
From this video she began to see a connection between 
discrimination in the United States and her role as a teacher in 
combating prejudice. She belie· 3d that her duty as a teacher was to 
"help students understand and appreciate different cultures and 
people who are different for themselves" (Journal, January 26, 
1993). Since viewing the video, she described herself as becoming 
more aware of which students she would call on most, to learn if her 
attention was biased to one specific group. 
The other preservice teachers discussed the need for teachers 
to recognize the diverse nature of learning. Evelyn discussed in the 
summary interview that every student in the classroom must have 
their needs addressed in the manner best suited to their learning 
style. She commented on a cooperating teacher in her second 
internship that "paid little attention to the individual student" 
(Journal, February 16, 1993). She described the children in that 
class as being from several cultural and ethnic groups. Rather than 
recognize the uniqueness of the children, "she ( the cooperating 
teacher) was a person who very much needed to be in control" 
(Journal, February 16, 1993). 
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Mary discussed the different roles teachers must demonstrate 
when working with a diverse student population by describing two 
cooperating teachers she had in her internships. The first teacher 
was more inclined to understand the diversity of the children by 
incorporating a "family time" everyday and having other events 
during the day to stimulate the students' individuality. The 
investigator had observed this cooperating teacher during family 
time, and each child was allowed to express and learn in a manner 
that was more suited to their individual learning styles 
(Observations, March 31, 1994). Also, this teacher throughout the 
day encouraged individuality by utilizing different learning styles. 
My teacher at Wilson, has family time were the children have 
their time to express themselves, the teacher incorporates a 
lot of music into the children's day, she sings and dances with 
them, she has certain rules that the children must abide by and 
this is extremely important to teach children responsibility 
(Journal, September 9, 1992). 
During Mary's second internship, the teacher presented her 
lessons in short lectures explaining the work assignments, which 
involved going over a few examples. Mary wrote in her journal about 
the children's reactions to this type of teaching style, she said, "I 
look around and see extremely tired and discouraged looks from 
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subject to subject" (Journal, February 16, 1993). Mary offered an 
alternative to this method of teaching for these third graders, "I 
was thinking about how I could execute centers in a third grade 
classroom" (Journal, March 16, 1993). When the investigator asked 
her why centers were a good method of learning, she said at least 
this method of teaching addresses different learning styles 
(Summary interview, April 22, 1994). 
Hannah wrote in her journal that student-centered learning 
should be the method of teaching all teachers should strive for when 
teaching any child.. She stated, "children naturally learn better when 
they are involved in the lesson, where it is hands-on and created for 
their benefit and learning" (Journal, October 5, 1992). She stated 
that the role of the teacher was "to allow for and design activities 
for diversities in the classroom, diversities are among every school 
child because there is not one that learns in exactly the same way as 
another" (Journal, October 5, 1992). She maintained that many 
children grow up in environments that were ignorant of the 
diversities of others. It was from being ignorant that "most of 
prejudices that we see today are formed and the role of the teacher 
is to teach children about diversity and differences in the world" 
(Journal, October 5, 1992). 
During the summary interview, she said that in order for 
teachers to make learning relevant for the children, they must first 
understand the impact of their own experiences have upon the 
children in the classroom. Teachers who use this self-analysis of 
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their own experiences must transfer this method of understanding to 
their teaching. Hannah stated, 
Children need to learn through their own experiences, letting 
the child do it instead of hearing about it, makes it more 
personal and makes it an experience for them and therefor they 
are pulling from past experiences and creating experiences. If 
it is important to them and personal to them, then they are 
going to want to continue with learning (Summary interview, 
April 29, 1994). 
Attribute 2: Teachers should learn to understand how the children's 
personal lives affect their behavior in school. 
Ivy wrote in the concluding entry to her journal for the third 
semester that the multicultural content in the seminar was helpful 
in understanding how and why children behave differently. She 
wrote "teachers must become aware of the ways the children react 
or behave in class or interact with students or even with the teacher 
(Journal, November 20, 1993)." From this knowledge, Ivy believed 
that the content of the lessons "have to be geared where they 
(children) come from, and what their experiences are at home and 
that could be ethnic, or can be economic, or the stability in the home 
(Journal, November 20, 1993)." Several of the preservice teachers 
discussed the importance of obtaining the necessary knowledge 
about the children's personal lives in order for the child to be 
successful in the classroom. 
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Evelyn related an analogy to gardening in her journals on her 
development as a teacher. 
I am tuned into my students and sensitive to their needs. Like 
the gardener who is sensitive to their plants and their needs, I 
should be able to recognize at least some of the students' 
needs and meet them to the best of my ability (Journal, March 
5, 1993). 
When Evelyn described her preparation for meeting the needs 
of children, she felt confident in her abilities for some tasks, but 
felt lacking in many areas. She believed her progress in 
understanding the many African American cultures was because of 
the professional studies program. 
The program is very good at the university and exposed me to a 
lot of African American cultures that I didn't know about at 
all. But my question is why was it limited to African 
Americans, I know Caucasian and African American are the two 
predominant races are in this area, but I would have liked to 
have learned about other groups (Summary interview, April 22, 
1994). 
Evelyn credited the program for helping her develop the ability to 
ask people questions about their ethnicity and felt comfortable 
answering these types of questions. She hoped there would have 
been more discussion about other areas of diversity. She was 
concerned about her abilities communicating and teaching to 
different groups of children. 
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There is no way to cover diversity, because there is so much of 
it, I think you have to start at your freshman year and you still 
would have to keep going through your professional career, but 
for my own personal knowledge I would have liked to have 
learned about others, Native American culture because there is 
a strong Native American culture here. I was exposed to this 
through history courses, but those courses are so far removed 
from the children in class. What do I do with these kids 
(Summary interview, April 22, 1994)? 
Attribute 3: Teachers should be aware of different perspectives 
when selecting and utilizing multicultural materials in the 
classroom. 
While most of the preservice teachers felt they received some 
training in selecting and utilizing multicultural materials, some felt 
that it was not enough or inadequate. During the interview Ivy said 
the program did discuss multicultural materials, but 
... they (professors) didn't say how to implement them, they 
just mentioned it and also talked about integrating it ... most 
of the education classes only went so far in showing 
multicultural materials, but they really didn't show how to use 
it (Summary interview, April 28, 1994). 
Evelyn described the children's literature class, where the 
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professor was thorough in showing how teachers select and use 
multicultural materials. She believed the program did a good job in 
showing how to incorporate multicultural materials in a teacher's 
lessons, but believed there could have been more. She maintained 
that incorporating multicultural materials was generally done 
through external pressures, rather than the teacher internalizing 
this multiculturalism into their educational philosophy. Evelyn 
would have liked more discussion in her education classes to help 
her better internalize multicultural education into her own 
education philosophy. 
During the summary interview, Hannah felt that the program 
did not provide enough preparation for the preservice teachers when 
selecting and utilizing multicultural materials. She believed that 
many professors "spent too much time attacking the materials, 
rather than people saying this book is good for whatever reasons" 
(Summary interview, April 29, 1994). She felt the professors should 
not stop showing poor quality materials, but "should also show some 
good work" (Summary interview, April 29, 1994). Her feelings have 
caused her to become "more cautious about if I am going to offend 
somebody if I use a particular book, are they (professors) going to 
look for faults instead of strengths" (Summary interview, April 29, 
1994). 
Mary discussed in her journal about gaining an understanding of 
how to utilize classroom materials from her internship experiences. 
She wrote that students must learn by experiencing the material 
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rather than being told about the material. This makes learning 
personal, by utilizing their experiences to help them understand new 
concepts. 
Learning through experience, hands-on, it makes it more 
personal and it makes it an experience for them and they are 
pulling from past experiences and creating experiences. If it 
is important to the children and personal to them, then they 
are going to want to continue with it (Journal, October 6, 
1992). 
Mary described a method of enhancing the personal approach to 
learning which she believed will have positive affects for the entire 
classroom. 
Children writing their own books, for their classmates to read, 
is a wonderful idea. This would give children the opportunity 
to learn from each other and hopefully help the children 
understand each other more fully and accept each other's 
differences more completely. Writing their own books could 
also boost their self-esteem because once a student has 
finished writing a book and sees the finished product, they may 
take pride in it and feel that they have done something really 
valuable (Journal, February 16, 1993). 
Attribute 4· Teachers should develop the skj!ls to create a 
supportjye and open learnjng enyjronment 
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Mary believed the program did target some of the necessary 
skills to work with a diverse student population, but did not provide 
the opportunities to "explore our own attitudes about multicultural 
education" (Summary interview, April 22, 1994). She felt that she 
"still had a lot of questions and things about my own ethnicity and 
compare it to other people's ethnicity" (Summary interview, April 
22, 1994). She described the program as "touching on multicultural 
education often" (Summary interview, April 22, 1994). During the 
summary interview Mary was asked if the program provided 
opportunities for learning how to create a multicultural learning 
environment. She felt that she had to develop a multicultural 
classroom environment on her own. 
My thoughts on multicultural education is something that I 
came to and thought about and said this is how I am going to do 
multicultural education in my classroom. It is not something 
that anybody has taught me. I kept on saying to myself how 
will we do it, what is the right way to do it, instead of always 
saying what is the reason why we should do it, nothing was 
discussed on how to do it in the classroom (Summary 
interview, April 22, 1994). 
During the summary interview, Hannah described how her 
experiences in the internships had made her become aware of the 
need to provide a learning environment where each child was 
welcomed. 
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I wanted to reach each student on some level, and I feel I am 
successful a lot times particularly with students who are the 
people who walk in who have trouble from the beginning and 
for me that is a challenge and I try to be a person who doesn't 
see a child as a bad kid, but one who really cares about the 
child (Summary interview, April 29, 1994). 
When the investigator asked how will she develop this type of 
relationship and atmosphere in her classroom. She stated, that one 
of the first things she will do when she gets her own classroom was 
set up a community environment in the classroom. 
I want to be able to do eventually is set up a classroom 
community, where students develop the rules of the classroom, 
this is valuable because it gives the experience in decision 
making, and makes them feel apart of the process, give them 
an option. I think this is one of the most important things for 
children, having a classroom where kids have a say in what 
they do (Summary interview, April 29, 1994). 
Also, she believed that many kids come from surroundings and 
backgrounds that were unsupportive and unhealthy. Children need to 
understand the complexities and dangers of society, but they also 
have to be allowed the freedom to be children. 
Sometimes kids don't have to know how mean the world is, but 
as a teacher you go by gut and right now they really need to 
hear this or they don't need to hear that. You have to decide 
153 
what the issue is and the current attitude of the students in 
the room and what the current world situation is, they need to 
know and be aware. But if you were going to preach about it 
everyday, you will have some kids so afraid that they will fear 
their houses will be bombed that night, and we have some kids 
like that, so you need some balance, so they won't feel so 
insecure and let the adults worry about the problems of the 
world (Summary interview, April 29, 1994). 
How the preservjce elementary teachers connect multjcyltural 
edycatjon perspectives wjth classroom practjces durjng thejr 
stydent teachjng 
These preservice teachers held the beliefs that teachers must 
understand the complex dynamics created by the diverse student 
population, accommodate the diverse learning styles, create a caring 
environment, and utilize relevant material. The five preservice 
teachers Evelyn, Edith, Terry, Helen, and Mary demonstrated the 
following attributes: 
1. Teachers should develop an awareness of the ethnic and 
cultural differences found in the student teaching 
classroom. 
2. Teachers should develop a warm and caring environment 
where the children develop a sense of success. 
3. Teachers should present material that is relevant to the 
children by introducing different perspectives. 
Attribute 1· Teachers should deyelop an awareness of the ethnic and 
cultural differences found jn the student teachjng classroom. 
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During the summary interview, Evelyn described the children in 
her second grade student teaching classroom in a variety of terms. 
Her experiences had led her to the perspective that teachers must 
understand the complexities found in the classroom in order for the 
teacher to create an environment conducive to learning. 
It's a blend of just about equal number of Black and White 
students, and then we have a lot of interracial or multiracial 
students, a lot of children who are doing what is expected of 
them and doing well and they are going to go to third grade and 
do fine. Then there are three or four, let them succeed, let 
something good happen to them today, let them go home and 
somebody hugs them and takes care of them. There are five or 
six who could be the next president of the United States, as 
long as they keep that enthusiasm up. My concern is at home, 
if some of my children had stable homes, any kind of home not 
necessarily mom, dad, brother and sister, a dog. a cat, and a 
house, but just stability. Somebody to help them with their 
homework at night, stay at the same place everyday. I think 
we would see less on the low end and more in the middle and 
high (Summary interview, April 22, 1994). 
From this description she began to ask herself a series of 
questions regarding her student teaching classroom. She stated: 
do I separate myself from other ethnic groups, do I purposely 
seek out people of my own background, do I call on all White 
children over Black children, do I call on boys more than girls, 
am I setting up an environment that segregate students from 
each other, do I have one group of children that I have different 
expectations from another group of children, simple because of 
their race or their sex or their background (Summary 
interview, April 22, 1994). 
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Following a formal observation, Edith described how the 
experiences during her student teaching had impacted upon her 
understanding of the complexities of a diverse classroom. The 
stories that many of the children would tell her about their lives 
outside of school would often shock and sadden her (Observations, 
March 23, 1994). During the summary interview she elaborated on 
her experiences, she believed these stories helped her better 
understand why certain children would come to school not ready to 
learn. 
Some of the stories they tell me, gosh, you saw that right in 
front of your house, I really felt sorry for the children. I 
would be horrified if my daughter had seen things like that. 
(How do they tell it to you?) It is matter of factly, like no big 
thing it just happened. I want to hug them all, I think about it 
a lot at home, it is nothing that you can get away from 
(Summary interview, April 26, 1994). 
Terry described her personal observations of her kindergarten 
student teaching classroom. She stated, "if the children get to 
choose with whom they want to play with, they play with people of 
their own race" (Summary interview, April 22, 1994). She did not 
realize this until someone pointed it out, she said, "I guess what is 
familiar" (Summary interview, April 22, 1994). During student 
156 
teaching she began to ask several of the children if they play with 
certain children outside of school. These children were from 
different ethnic or cultural groups and she would often receive 
similar answers that they "really don't play outside of school with 
each other very often" (Summary interview, April 22, 1994). 
Terry described two separate conversations she had with an 
African American child and a White child about being friends. She 
observed that these girls frequently played together in school. When 
she asked them if they were friends, the African American girl said 
"not really that good of friends" (Summary interview, April 22, 
1994) and the White girl said "she (African American girl) doesn't 
like me" (Summary interview, April 22, 1994). Terry's conclusion 
from these conversations, "I was really amazed because when they 
said we are not really friends, what can you do to make them 
friends, you can't" (Summary interview, April 22, 1994). 
Helen's student teaching experiences was in the fifth grade. 
She described her classroom as children from various backgrounds. 
She observed that most of the lower socioeconomic status students 
were African American, and most of the high income kids were 
White. The quality of their home lives did not depend on 
socioeconomic status. She observed that many of the children came 
from homes with a lot of family problems, "where the father and 
mother disagree on how to raise the children, and that was brought 
into the classroom" (Summary interview, April 26, 1994). While 
many of the other children had supportive parents and their home 
lives was relatively stable. 
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Mary's student teaching experience took place in the first 
grade. The majority of the children came from two socioeconomic 
backgrounds, middle class to lower class. When the investigator 
asked about the ethnic makeup of the classroom, she replied; 
I probably couldn't sit down and tell you how many Black 
children and how many White children there are, because I 
don't pay that much attention to it. One time this semester, 
noticed there was only one Black girl in my class, it is not 
clearly defined in my mind, because I guess when I look at a 
child I don't look at the color of their skin, I look at them as 
what can they do. I mean it is important to me in the fact that 
they get cultural experiences, but it is not important to me as 
far as the way I treat them or this child is less fortunate so I 
am going to treat them differently (Summary interview, April 
22, 1994). 
During Evelyn's semester of student teaching in the second 
grade, it was observed by the investigator that she accommodated 
the different learning styles in the classroom. For example, during a 
lesson on geometric shapes, she encouraged the students to use prior 
knowledge to understand different shapes, this approach helped the 
students grasp the necessary facts and principles about geometric 
shapes. For this lesson, her teaching style was a whole class 
brainstorming activity to which she used household items that the 
children could relate. The students had to cooperate with each 
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other, and they were given many opportunities to express their ideas 
and opinions. The students worked in small groups to come up with 
different shapes. During this part of the lesson the children were 
allowed to move about the classroom freely and discuss with each 
other the different shapes (Observations, March 30, 1994). One of 
her goals as a teacher was to alfow the students to discuss with 
each other to learn different perspectives on the same content of 
the lesson. She relied on the students' experiences as a teaching 
tool for the other students and herself (Summary Interview, April 
22, 1994). 
While observing Edith's second grade student teaching, the 
investigator noticed that she frequently presented the lesson using 
various teaching styles to accommodate the many learning styles. 
During one lesson, she provided several opportunities for the 
children to present their work in front of the class. In the same 
lesson the children worked in small and large groups to accomplish 
the objectives of the lesson (Observations, March 23, 1994). Similar 
to Evelyn, the children were allowed to interact with each other and 
given freedom to move freely throughout the classroom. 
During the summary interview, Mary discussed why she often 
used cooperative learning with her first grade student teaching 
class. She said that this method of teaching allows all the children 
to become involved in learning while accommodating the different 
learning styles. 
159 
I use cooperative learning in order for the children to learn 
how to cooperate and problem solve, children are never to 
young to learn how to solve problems. Through cooperative 
learning you can help children learn when there are small 
problems that come up then they can say we can solve the 
problem on our own without involving the teacher, it involves a 
lot of it is social skills (Summary interview, April 22, 1994). 
Attribute 2: Teachers should develop a warm and caring environment 
where the children develop a sense of success. 
All of the preservice teachers were warm and encouraging to 
the children. When observing Evelyn it was especially obvious, 
typical comments were: "come on sweetie ... you have some pretty 
interesting ideas . . . wonderful observations . . . Mark had a real 
good observation ... I like the way Cindy is working" (Observations, 
March 30, 1994). This confirms her description of herself as "a very 
caring teacher ... I hope I give my kids something they need ... I 
know I can't meet their needs all the time, but I want to be there for 
them" (Summary interview, April 22, 1994). 
When observing Edith in the classroom, the investigator heard 
similar encouraging comments. Her method of teaching emphasized 
that the social atmosphere was an important part to the 
development of the children's ability to learn. Many of her lessons 
were designed for the children to work together to accomplish the 
purpose of the lesson. To encourage the students, Edith made 
comments like: "excellent ... wonderful ... good for you". Each child 
was recognized when they did something that was part of the lesson 
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or participated in a positive manner. Most of her lessons involved 
the children working together in small or large groups 
(Observations, March 23, 1994). During the summary interview, 
Edith described her method of teaching. 
When I was in school a lot of things that I have feelings about , 
I try not to promote out again with these kids. When I was 
going to school it was all lecture, individual work, sometimes 
I would get frustrated and watching someone else do it to 
understand what they are doing and then do it. You are behind 
at that point because you have watched someone else do it and 
then do it yourself and what is the whole purpose of doing it 
anyway. The way I approach teaching is still learning it is 
just easier and saves time. The noise doesn't bother me as 
much if I know we are talking about the lesson, a lot times I 
tell them to be quiet, but I think they need to be able to talk, 
and it cuts down on discipline problems, and gets them to 
listen when you want them to listen (Summary interview, 
April 26, 1994). 
When observing Terry in her kindergarten student teaching 
classroom, one came away with a feeling that she deeply cared about 
the children. She was constantly touching the children in a 
respectful manner and continually praising them to make them feel 
positive about their own abilities. She allowed the children to work 
together, which she saw as a way to "help build their self-esteem" 
(Observations, March 30, 1994). During a lesson using whole group 
discussion, she centered on the children's experiences as it related 
to the content of the lesson. The underlying theme in her teaching 
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was that "they should always respect each other, that is one thing 
that should always be said on everything" (Observations, March 30, 
1994). 
Helen believed the most important thing in teaching was to 
create a "social atmosphere where kids feel comfortable expressing 
their ideas" (Summary interview, April 26, 1994). This was evident 
in her lessons, where the students were not afraid to express their 
own perspectives. During a science lesson she provided several 
opportunities to allow for this expression both in independent work 
and cooperative groups. For example, many of her lessons used 
materials or ideas that the children could relate to, which she 
believed encouraged their interest and participation in the lesson. 
The children were encouraged to help each other rather than compete 
to see who could get the correct answer. She also was positive in 
her approaches with the children. For example, she used phrases 
like; "A+ job" and "super" throughout the lesson. For one shy boy who 
said in a quiet voice the correct answer she ran up to him and said: 
"give that man a hand" and for another child she ran up to her and 
said: "give me five" after a correct answer (Observations, March 30, 
1994). 
One incident stands out as her ability to create a safe and 
caring environment for learning. After a difficult concept was 
introduced and discussed concerning a short story that the entire 
class read, she just stopped in the middle of the discussion and said: 
"you guys are doing a great job in your thinking". This comment 
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brought smiles to the children's faces and a few nodded in 
agreement. It was consistently observed during her lessons that the 
students were provided a safe environment to express their feelings 
without being criticized by Helen or the other students 
(Observations March 8 and April 1 0, 1994). 
Another example of the development of a caring learning 
environment was Mary's first grade student teaching classroom. She 
thrived on creating an atmosphere where competition was almost 
nonexistent. Children were allowed to use trial and error without a 
sense that getting the incorrect answer meant they were failures. 
Observing Mary's teaching, the investigator developed a sense that 
Mary believed that all the children were wonderful people. She 
encouraged the children to help each other, with the goal being 
everyone will learn and understand the concept for the lesson. Mary 
described her major goal in teaching was "to help the students 
develop the ability to communicate with each other in a clear and 
respectful manner" (Observations, March 31, 1994). She believed the 
way to create a multicultural environment was to develop a sense of 
respect in the classroom. 
Attribute 3: Teachers should present material that is relevant to 
the children by introducing different perspectives. 
Evelyn believed her experiences in student teaching made her 
aware that she "can't ignore where my students come from, and 
studying about different groups, Women's History or Black History 
should not be one day occurrences but should be a natural part of the 
curriculum" (Summary interview, April 22, 1994). This "natural" 
process was part of her definition of multicultural education. 
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It is wouldn't seem right to not look into other countries and 
study how other people think, I see it as learning about the 
world, locally about the people not only their own community, 
but other communities. Learning about what it is like inside 
an adobe, bringing in things that are authentic, not just 
bringing in a book, one book about China is not going to tell 
what China is like, you need to have things children can touch 
and feel and put in their hands on, have them have day where 
the school day is like a day in another country, find people in 
the area who are from the country or visited there, or a college 
professor who knows a lot about it, not being separate it from 
the curriculum, maybe a bonding factor (Summary interview, 
April 22, 1994). 
During the interview, Terry was asked about a book she used in 
a student teaching lesson, No Good at Art. In her journal, she wrote 
that it was a multicultural book. The investigator asked her how she 
determined it to be a multicultural book. 
That book was multicultural because it had different groups 
represented. It talked about males and females, had different 
races, girls talking about what they wanted to do when they 
grow up, and it had different occupations, no stereotypes of 
males and females, it also a kid in a wheelchair (Summary 
interview, March 22, 1994). 
Terry believed materials must help the children understand that 
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people were not alike. She emphasized that even if you teach in 
environment where there was only one ethnic culture, it was the 
teacher's responsibility to discuss and expose the children to 
different perspectives in the classroom (Summary interview, March 
22, 1994). During her lessons she encouraged students to bring their 
personal experiences in the discussion (Observations, March 2 and 
April 5, 1994). 
Mary had a similar perspective, that teachers must expose 
children to all different cultures. Her experiences in the student 
teaching classroom made her aware that this exposure should not be 
done in a "blatant manner by saying these are our differences and 
similarities, but allow those differences and similarities to be 
exposed in a subtle manner" (Summary interview, March 22, 1994). 
She described a lesson she taught about Australia, where the 
children viewed a video. During the video, there was a scene that 
had a naked baby walking on the beach. The children in the class 
laughed and some of the children began to make negative comments. 
Mary described what she said next: 
I let them know that just because it is not the American way, 
that doesn't mean it is wrong, exposing them to that and 
letting them know that things do happen in other cultures that 
don't happen in our culture. I think giving them that open-
mindedness is so important, culturally and within your own 
classroom, like a child not being included things like that, 
multicultural education means to me not necessarily a blatant 
discussion, but something that evolves in your classroom 
(Summary interview, March 22, 1994). 
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During the classroom observations, Mary selected materials 
that allowed the children to express their personal feelings 
concerning the content of the lesson. For example, during a science 
lesson the students had a discussion about a book Mary read to the 
class. During the observation, it was noted that she encouraged the 
children to express their own ideas and beliefs about the story. She 
told the investigator following the lesson that she frequently has 
class discussions to let the other children learn about different 
perspectives and experiences of their peers (Observations, March 31, 
1994). 
Medjym-Hjgh Level 
The preservjce teachers perspectjyes toward myltjcyltyral 
edycatjon as they complete their fjnal year of professional 
coursework and jnternshjos 
These preservice teachers held the beliefs that teachers must 
become the leaders in the classroom when discussing diversity, need 
to become familiar with the ethnic and cultural experiences of the 
students, need to develop a community in the classroom, and need to 
establish positive relationships with the student's parents. The four 
preservice teachers Mary, Terry, Irma, and Linda demonstrated the 
following attributes: 
1. Teachers should be a guide when exploring issues 
concerning diversity. 
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2. Teaching should teach according to the individual needs 
of the students in the classroom. 
3. Teachers should discuss and interact with different 
cultures within the classroom and extend the discussion 
beyond the classroom. 
4. When interacting with parents, the teacher should be 
respectful of their beliefs, be honest and listen carefully 
to their needs. 
Attribute 1: Teacher should be a guide when exploring issues 
concerning diversity. 
Mary, Terry, and Irma, all agreed that the teacher must 
demonstrate a leadership role, when discussing diversity, but 
differed on how they arrived at that perspective. Mary wrote in her 
journal that she believed that teachers should guide the type of 
discussion, while children demonstrate a leadership role. The goal 
for a discussion about diversity was to understand that all people 
were similar and different no matter what their ethnic and cultural 
group affiliation. The role for the teacher was to guide the students 
through this realization by demonstrating open-mindedness, because 
a teacher is such a example (Journal, September 2, 1993). 
During the summary interview, Terry revealed that her 
perspective for the role teachers must demonstrate in a discussion 
on diversity was similar to Mary's. Terry said, "if you can promote 
that attitude (respect of other people by supporting their ethnic and 
cultural diversity) and that behavior, then expect that out of your 
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kids" (Summary interview, April 22, 1994). She continued, that if 
the teacher was listening to other people's beliefs, the children 
should listen because "what they say is important" (Summary 
interview, April 22, 1994). 
During the summary interview Irma described the role 
teachers need to demonstrate in the classroom when discussing 
diversity. 
Teachers should help students understand, help is the key word 
there, because help students understand don't make them 
understand. This type of understanding comes with time, with 
maturity, but put it out there don't say they will learn it, but 
put it out there for them to learn, but give them some 
assistance, I am not talking about brainwashing or just 
showing one type of group or one stereotype of that group, just 
help them understand and they will draw their own 
conclusions. I think their role is to show a lot of enthusiasm, 
and really not show any personal feelings about the lesson. It 
should be setting up a display, putting all needed pictures or 
needed information there for you (children) to look at and draw 
your own conclusions, not coming in with any preconceived 
judgments (Summary interview, April 25, 1994). 
Irma did not assume that the children will become more respectful 
in a short period of time or even during the time she is their teacher. 
She understood this process will take an indefinite period of time 
and for some children it may never occur. 
She maintained that her multicultural perspective began to 
develop when she started to understand her experiences as an 
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African American student. She provided an example of her 
experiences in a recollection of being taught social studies, "as I got 
older I realized that social studies never talked about anyone who 
looked like me or the place I originated from-Africa" (Journal, 
August 24, 1993). Because of this perspective Irma had adopted a 
belief that teachers need to attempt to provide a balanced 
perspective and not leave out certain groups when teaching a lesson 
(Summary interview, April 25, 1994). 
Attribute 2: Teaching should teach according to the individual needs 
of the students in the classroom. 
Mary and Terry presented similar views on the importance of 
different ethnic and cultural group experiences. Mary wrote, "When 
you look at the experiences of different groups where they come 
from, you can understand that culture better, I don't really think you 
can understand something unless you experience it yourself" 
(Journal, May 3, 1993). She understood that many of their students 
have had different experiences than her own. Therefore, it was up to 
the teacher to learn about these groups experiences in order to be 
able to better connect with their students. 
During the summary interview, the investigator asked if Terry 
had experienced a conflict of beliefs, values or attitudes, she 
replied by describing an incident that occurred several times during 
her internships. 
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How to get through to some children? Kids that have a home 
environment that is a big challenge to get the parents involved, 
kids who are coming from environments where they are going 
to be distracted or not going to bed on time and coming in 
tired, had tremendous effect on the amount they learn and that 
just floored me {Summary interview, April 22, 1994). 
She described her belief on the way to reach children, especially 
those who come from circumstances that were dissimilar from the 
teachers: 
Find out what is important, what they (children) think, and 
that is a matter of respect. If I didn't care about what they 
thought I wouldn't be here any way, their personal knowledge 
to pull from that shows they have something important to 
contribute. They already know something about it, and you 
have confidence in their ability, they already know some stuff 
especially with informational things I usually always talk 
about what they already know about it, before I do anything 
else, make that important to them. To me if I do that then it 
makes what I am going to do more important and will listen 
more if they find out that they already know that I will want 
to find out more (Summary interview, April 22, 1994). 
Mary discussed children-centered learning, where the child 
was the focus of the learning process, not the content. 
Everything on the student, because that is what we are here 
for, not here get paid, get our name on teacher of the week 
board, it is for the kids and centering your instruction around 
the students and his or her individual needs and differences 
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and similarities, I think that is just as important, the success 
of all children (Summary interview, April 22, 1994). 
Irma's perspective was similar to Mary and Terry, "there are 
different cultures that learn differently and learning styles is that 
open door for different ways of learning, they just run together, 
everything should reflect as much as possible of the different 
cultural groups in the classroom" (Summary interview, April 25, 
1994). 
The concept of merging learning and teaching styles was a 
common theme among the preservice teachers. During a formal 
observation, Linda demonstrated her use of varying teaching styles 
to target the many learning styles in the classroom (Observations, 
February, 3, 1994). Linda described in the summary interview how 
she connected learning and teaching styles. Her main concern was to 
vary her teaching styles to meet the diverse learning styles of the 
children. "I try to vary what I am doing, group work, also I want 
them to be responsible for things on their own, because someone 
will not always be there for them, they need to do things on their 
own" (Summary interview, April 27, 1994). 
Terry was more explicit in her beliefs toward merging 
teaching and learning styles. 
The use of teaching styles and learning styles and whether 
that may have bearing on their ethnic or cultural groups should 
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be recognized. How you approach it and your strategies and 
materials that you use should always reflect the groups in 
your class for whatever reason (Summary interview, April 22, 
1994). 
Attrjbute 3: Teachers should djscuss and jnteract wjth different 
cyltures wjthjn the classroom and extend the djscussjon beyond the 
classroom 
Again, Mary and Terry had similar perspectives when faced 
with the question of how would you develop an atmosphere where 
the children can interact with 'different cultures? Both said they 
wanted to create a community within the classroom. 
I want my children to experience a feeling of family unity 
within the classroom, I want them to feel free to speak about 
anything they want, to accept others for their differences and 
similarities, to be individuals and respect each others 
individualities (Journal, March 16, 1993). 
Terry wrote when a classroom was designed as a community, 
"the kids have to get along and respect each other and help each 
other and to teach each other, and respect between the kids and me 
and the kids in all aspects, the group" (Journal, January 26, 1993). 
These parallel perspectives expressed a need for children to learn to 
get along and learn from each other, while teachers must provide the 
environment for this to take place. 
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Where, Terry and Mary discussed setting up the classroom as 
community, Linda stated that students need to interact through 
group work: "when you do group work mix the class up let them work 
with different kinds of people, the more you expose them, they don't 
even think about it (differences), it is just natural" (Summary 
interview, April 27, 1994). Many of Linda's lessons were structured 
to create a community of learners, where students worked together 
in a large group or small groups. Rarely did a student work for an 
extended period of time alone (Observations, February 3, March 22, 
and April 8, 1994). This non-threatening method of teaching was 
similar to Terry's and Mary's perspectives and actions in the 
classroom. 
Irma's perspective was different from Linda's, Terry's and 
Mary's. Their perspectives were centered on the belief that when 
children are learning daily as a group or a community they will to 
accept differences more readily than if the majority of learning took 
place individually. Irma maintained that a teacher must confront the 
issues that arise when discussing and interacting with different 
cultures. While she believed this was a correct method in dealing 
with differences, she was concerned that some teachers were not 
qualified to attempt this method. 
If I was presenting to a group that I maybe felt was on TV, 
then when I present to this group I would show them in 
business, communities, politics. Teachers should promote 
values and attitudes and behaviors that support them, but what 
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if the teacher is not sure on the values that are supported then 
that is when I get a little shaky, make sure that you are sure 
on these values and attitudes and behaviors (Summary 
interview, April 25, 1994). 
When these preservice teachers were asked how do teach about 
different cultures, Mary suggested that a teacher should "expose 
them to different cultures through literature" (Summary interview, 
April 22, 1994). She was asked: How does she select materials? 
I am very aware of learning materials that reflect other 
cultures, when I look through a workbook and there are 
worksheets that have all White children in it, I won't use it. A 
friend and I talk about it a lot, I'm very affected by that, you 
should have a variety of learning materials from a variety of 
different cultures, about their (children's) cultures (Summary 
interview, April 22, 1994). 
Terry answered the same question about how she teaches about 
different cultures, by describing a unit on folktales she did during 
one of her early internships, "If you are talking about folktales you 
can bring in a lot of multicultural things, folktales are from 
everywhere, so you can bring in stuff and talk about different people 
who wrote the folktales, that tells a lot about different cultures" 
(Summary interview, April 22, 1994). Her response to how she 
selects materials, she said; "I can spend hours in the library looking 
at books, I read everything before to make sure the information is 
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correct, and because a long time ago they may be stereotyping from 
where we are, I look at the dates" (Summary interview, April 22, 
1994). 
Irma believed students should be included in the teaching of 
different cultures. She stated, that she can "count" on students to 
bring in materials for the whole class to enjoy. Her rationale was 
that students. want "to share with everyone else, instead of I have to 
buy or find something for this and that" (Summary interview, April 
25, 1994). 
The general feeling that came from the discussion about the 
inclusion of different cultures within the learning process was a 
belief that the outcome should be for the children to gain respect for 
people of different cultures. Terry remarked that children should 
gain a sense of "respect for people who are different than me 
(themselves), also finding out things we have in common, like 
environmental issues, now we have to all work together as whole 
population" (Summary interview, April 22, 1994). 
Linda believed a discussion on diversity fosters a sense of 
equality. 
I think it is important to learn that there are special things 
about each culture that need to be talked about, it is a mixture 
of all that still I believe the bottom line is just we are all 
equal, the bottom issue for me, kids start off that way and 
they will carry it with them (Summary interview, April 27, 
1994). 
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Attribute 4: When jnteractjng wjth parents the teacher should be 
respectful of thejr beljefs. be honest and listen carefully to thejr 
needs 
During the interview, the investigator asked the preservice 
teachers how teachers should interact with parents especially those 
parents who were culturally different from the teacher? Mary 
believed teachers should treat and communicate with all parents in 
an equal manner. 
The same as I would communicate with all parents, I don't look 
at it as being a difference, I don't think there is anything you 
should have to do differently, in treating someone different 
just because they are culturally different. I don't look at it as 
where I would handle a situation different if I were talking to 
a White person not at all (Summary interview, April 22, 1994). 
Irma stated that teachers need to get background information 
on the parents in order to know how to approach them. Teachers 
should create a partnership with the parents, so both groups have 
the child's best interest in mind. She described a scenario that 
clarified her perspective. 
I know by the work that the child has done that this parent's 
culture does not believe in doing an assignment on a 
calculator, but time and time again we are doing 
multiplication and their child is not getting it right they are 
having careless problems that could be fixed by doing it on a 
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calculator or some practice on a calculator. Then my approach 
to them would be, I understand that this is something that you 
believe in from your culture, but can it be a compromise and 
that is the first thing. I would not already come in with a 
solution, both of us have to come to an agreement, not 
something I have already have made up that they automatically 
have to agree to. I want partnership more so than anything 
else, if I do have a partnership then compromise should be 
first (Summary interview, April 25, 1994). 
Linda's approach was provide an atmosphere where parents can 
express their concerns about their child in an open and honest 
manner. Not all parents were alike and sometimes teachers need to 
explain things differently depending on the parents. But the 
overriding goal was to make parents feel satisfied that you are 
providing their child with an excellent learning experience. 
Just to listen, and let them say what they want to say, be 
honest with them about their children in a nice way of course, 
you have to do best for the child, and sometimes you have to 
explain things differently to different parents. You have to get 
a feel for them and you have to allow some things different 
sometimes, you can say things to one parent that might offend 
another one, treat them as individuals, basically listen, be 
honest (Summary interview, April 27, 1994). 
The preseryice elementary teachers descrjptjon of the eyolutjon of 
thejr multjcultural education perspectjyes durjng the two years of 
professional studjes 
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The preservice teachers maintained that teachers must 
understand how their own perspectives affect the learning of their 
students, understand how the students perspectives affect their 
academic lives, create a supportive environment, and expose student 
to many perspectives. The four preservice teachers Edith, Helen, 
Irma and Ursula demonstrated the following attributes: 
1. Teachers should be aware of themselves, to understand 
how their behavior can affect the students' behavior. 
2. Teachers should understand that the personal lives of 
children affect the way they learn and behave in school. 
3. Teachers should create a supportive environment, which 
addresses different learning styles, abilities, and 
experiences. 
4. Teachers should introduce and discuss different cultural 
perspectives. 
Attribute 1: Teachers should be aware of themselves. to understand 
how their behavior can affect the students behavior. 
During the interview, Edith described the development of her 
awareness toward a diverse student population. She had come to 
realize the complexities involved in teaching while working in the 
internships. Most of the classrooms during the internships and 
student teaching were culturally and ethnically diverse. She 
maintained much of what one believes in unconscious, but until 
someone points it out it will remain dormant in the subconscious. 
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The internships that we have had been in a lot of different 
places, the range of kids you have, and I never really thought 
about it until last semester and it is something that you really 
have to have someone bring it up to you before you think about 
it because so much of it is unconscious (Summary interview, 
April 26, 1994). 
This awareness of other people's perspectives propelled Edith into 
becoming more aware of her own personal surroundings. 
I found myself picking up on comments that are said when I am 
at home or out in a social area that made me think and to say 
let's really think about this. I have really seen a change in my 
attitude and I never intended to have any kind of different 
attitude, because I think it is subconscious and until it is 
brought out. I saw a difference in me than I would be if we 
never discussed any issues (Summary interview, April 26, 
1994). 
When the investigator asked her to explain how her 
perspectives toward education have changed, she replied, "I believe 
the school must educate children in justice and integrity. If we all 
were more caring, we would help those who are less fortunate (i.e .. 
homeless and disabled citizens)" (Summary interview, April 26, 
1994). She provided an example of how her exposure to different 
ideas has changed her perspectives about the American society. She 
discussed a video about a group of children who were artificially 
exposed to discrimination seen during a seminar session. This 
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experience was an example of how her perspectives became 
heightened toward the understanding of how teachers' attitudes and 
behaviors toward their students can affect the students' behavior. 
A video "A Class Divided" served its purpose by exposing the 
children to discrimination and they seemed to carry this 
knowledge with them throughout their lives. I think it's 
important to note that the exercise took place in an all White 
rural farming community. This exercise would have been more 
harsh if the class contained people of different races. I think 
the kids would have been more threatened because the seeds of 
discrimination have already been planted through their life 
experiences (Summary interview, April 26, 1994). 
She believed that the teacher's role was to provide opportunities 
for the children to question and explore different perspectives. She 
believed that multicultural education will not occur in classrooms 
unless the teacher provides those opportunities. 
During the summary interview, Ursula described from the 
book, The Education of Little Tree, strengthened her own 
perspectives toward a diverse student population. The book inspired 
her to recall the changes she had made as she progressed through the 
professional studies program. She realized that as a child she grew 
up in an atmosphere that "was not complicated by racism and a total 
lack of understanding by those around me" (Summary interview, 
April 25, 1994). This perspective and a clearer understanding about 
how a teacher's attitude toward children can affect their abilities 
to learn enabled Ursula to adopt a perspective of caring for all 
children. 
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I see myself as very firm in a lot of aspects, there are certain 
things I will not stand for or tolerate, but I like to get to know 
them. I don't like it to be so rigid, that it creates a brick wall 
between the students and myself (Summary interview, April 
25, 1994). 
Irma believed when teachers label children at-risk they were 
labeling them because they "don't have the same qualities or values 
of the norm or majority" (Summary interview, April 25, 1994). 
These children were generally "minorities, people of low 
socioeconomic status and/or don't come from the traditional family" 
(Summary interview, April 25, 1994). She maintained that the at-
risk label gave a "negative connotation" for children and believed the 
label has "nothing positive to give to that person or group of people 
who may receive that title" (Summary interview, April 25, 1994). 
Attribute 2: Teachers should understand that the personal lives of 
children affect the way they learn and behave in school. 
Edith wrote in her journal. that the seminar discussions had 
helped her understand the African American experience. She was 
grateful for the experiences of interacting with the preservice 
teachers who presented an African American perspective. From 
these experiences, Edith began to view and develop a different 
perspective toward society and specifically students. She related in 
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her journal an experience after a seminar discussion. One of the 
books the preservice teachers read for a seminar session was The 
Education of Little Tree. The book focused on Native Americans, but 
it caused her to rethink her own perspectives toward the treatment 
of African Americans and at the same time begin to understand the 
Native American experience: "I have never thought about Native 
Americans being treated badly, this book gives the reader an insight 
of the injustices in society toward many people" (Journal, April 27, 
1993). Edith wrote, "it was interesting to see how Little Tree (main 
character) viewed people's actions towards him before he knew what 
discrimination was" (Journal, April 27, 1993). Edith began to 
realize that prejudice and discrimination were much larger problems 
than she initially realized. 
During the interview, Ursula described her experiences in the 
internships and how they affected her perspectives toward a diverse 
student population. 
Being here in Greensboro, being in all of my internships, I have 
gotten more of a diverse experience than if I would have if I 
had been e!sewhere. I have found the children I am drawn to 
are the ones who are going to give me hell, maybe from a 
learning disability or learning difference, something at home, 
that is the kind of kid I gravitate towards. I feel for them, I 
have different expectation for each individual child, if a kid is 
having a bad day I can understand, I take it easy on them 
(Summary interview, April 25, 1994). 
Attribute 3: Teachers should create a supportive environment. 
which addresses different learning stvles. abilities. and 
experiences. 
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During the interview, Edith described how her experiences 
during the internships made her aware of how you must approach a 
discussion concerning diversity. She said, "I would say more subtle 
than directly at them, there are a lot of things that the kids really 
pick up on that is unfair treatment and they will let you know if it is 
unfair" (Summary interview, April 26, 1994). When the investigator 
asked her to give an example of how she discussed differences 
among people. 
One way would be easy to talk about a little bit in a round 
about way of doing it, if you were studying Africa and how the 
population is Black, you can bring out something about their 
influences in America. Since Black people did come from 
Africa, not do it out of the blue and not preach, more subtle 
and more modeling than actually coming out and being blunt 
about it (Summary interview, April 26, 1994). 
Edith was then asked to define multicultural education, she 
said "I see it as not only teaching other kids about the other ethnic 
people, teach about themselves and other people around them" 
(Summary interview, April 26, 1994). When the investigator asked 
her to give an example of how she approached multicultural 
education in the classroom, she described her definition as evolving 
since the beginning of the program. 
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I don't think it is as much when I first found out about it, I 
thought it was about learning about Black people, Hispanic 
things, something that is really out where you can see the 
differences, but now there is a lot more to it, I don't think you 
can separate it and education. I am thinking well it is so 
interwoven into people, I don't think you can separate it when 
you want to do the best you can for the kids and try to get 
them to be learners, productive citizens. It is not just 
whether they can do math, but if they are going to vote, what 
kind of educational background, what they would look at, if 
they are law abiders, education was so concrete when I was 
younger, math, English, but it is not so simple anymore 
(Summary interview, April 26, 1994). 
Ursula said the development of her perspectives toward 
multicultural education began at the beginning of the program. She 
stated that "the University provides opportunities to find out what 
other people think, when you talk about racial problems and 
attitudes, you get different perspectives" (Summary interview, April 
25, 1994). Ursula went on to describe the UNCG as providing 
opportunities to find out what other people think. She said, " when 
you talk about racial problems and attitudes, you get different 
perspectives, while the program itself helps you look at children as 
children" (Summary interview, April 25, 1994). 
She realized that this attitude at the university can be 
translated to the public school setting: "I believe the classroom is a 
real good place to teach about it {diversity), you've got the children's 
attention already, the kids are in a situation that they used to and 
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that they are safe in" (Summary interview, April 25, 1994). She 
commented that teachers must be careful to not force the children 
to believe a certain way and make the children believe that their 
own perspectives were wrong because they conflicted with other 
perspectives. She saw the teacher's role was to " just explains 
things and help the children understand that there are all different 
people in the world, with differing beliefs, and there are no correct 
beliefs" (Summary interview, April 25, 1994). 
During the summary interview, Irma discussed how the 
influences of the program prepared her to use multicultural 
materials in the classroom. She emphasized that the professor for 
her children's literature class made "sure that I know what books to 
choose for letting literature be my outlet for bringing in a 
multiculturalism" (Summary interview, April 25, 1994). Because of 
the course, she felt comfortable going to any children's library and 
picking out books that will show multiculturalism. She was less 
confident in "picking a science book that showed a lesson that can be 
done on African plants or the type of resources maybe in a social 
studies book that can be about South America, I am positive I can do 
that (multicultural education) in literature or reading" (Summary 
interview, April 25, 1994). 
When the investigator asked how she selected the materials 
she used in her lessons, she began by saying "nothing really prepared 
me, I just go in to deal with every child or every situation as it 
comes" (Summary interview, April 25, 1994). She described how she 
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selected the books for a lesson that the investigator recently 
observed, "when I introduce cultures to the classroom or making 
them aware on a small scale about different cultures I would have to 
say literature, for example the lesson on Cinderella, I brought in the 
five different versions to Cinderella" (Summary interview, April 25, 
1994). 
Attribute 4: Teachers should introduce and discuss different 
cultural perspectives. 
During the summary interview, Irma discussed the importance 
of presenting as many cultures as possible. She realized that it was 
impossible to present all cultures, but teachers must begin by 
"identifying all the cultures in the classroom" (Summary interview, 
April 25, 1994). The goal was to show how these cultures were 
unique while also showing the "strands that bind us together" 
(Summary interview, April 25, 1994). Irma believed that "what 
makes each culture different or makes them special, should be the 
thing stressed, while also realizing that there were some things we 
all share as human beings (Summary interview, April 25, 1994). 
While Irma's interest was the ethnic diversity in the 
classroom, Helen maintained that diversity means more than ethnic 
differences. During the summary interview, she defined 
multicultural education as going beyond ethnic group identification. 
She believed the program centered on the ethnicity of people and she 
understood that multicultural education more than ethnic issues. 
She stated that her definition developed throughout the teacher 
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education program and felt her current definition was the product of 
the program. 
A lot of cultures haven't even been addressed, the culture of 
the deaf, the culture of the abused children, the culture of the 
single parents, the culture of the children who are from 
alcoholic parents, the culture of children who live in projects. 
These aspects of culture dramatically affects how children 
come into the classroom. If I ignore that and don't take it into 
consideration then that child and I are not going to go very far, 
we are going to have huge barrier and do nothing but grow as 
the year goes on (Summary interview, April 26, 1994). 
Helen wrote in her journal about a book that she read for a 
seminar session, Teacher. The book described a teacher's 
experiences teaching as of a non-Maori to the Maori people of New 
Zealand. Helen used the experiences of this teacher's to enhance her 
own perspectives about teaching to a group of diverse students. 
Helen understood that the primary lesson learned from this book was 
to recognize the diverse learning styles in the classroom. 
The teacher must capitalize on that (learning styles). 
recognizing it, working with it, but very often there are some 
transitions that have to be made, the transitions will be a lot 
more productive if the child was not first thrown into a very 
uncomfortable, frustrating situation to begin with (Journal, 
January 26, 1993). 
How the preservice elementary teachers connect multicultural 
education perspectives with classroom practices during their 
student teaching. 
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These preservice teachers believed that teachers need to 
understand their students' perspectives, present different 
perspectives, create a supportive and open environment, and teach to 
the various learning styles in the classroom. The five preservice 
teachers Hannah, Ida, Ursula, Linda, and Tammy demonstrated the 
following attributes: 
1. Teachers should develop a multicultural learning 
environment by presenting different perspectives. 
2. Teachers should create a supportive learning 
environment, where students can freely express their 
own perspectives. 
3. Teachers should provide a variety of teaching methods to 
target the various learning styles. 
Attribute 1: Teachers should develop a multicultural learning 
environment by presenting different perspectives. 
During the interview the preservice teachers were asked to 
describe the students in their teaching c:assroom in demographic 
terms. While each preservice teacher presented the information 
with some understanding of their children. their descriptions 
revealed what was important to them about these children. Hannah 
described her class as "the eight Chapter-One children all are Black, 
that has to do with socioeconomic conditions, and all the White kids 
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come from the wealthy part of the city" (Summary interview, April 
29, 1994). She said "one White boy who has some fine motor skill 
problems (hard time writing), but his mother doesn't want him in 
resource classes" (Summary interview, April 29, 1994). By this 
statement, Hannah alluded to a common perception that resource 
classes generally contained minority and lower socioeconomic 
children. 
Ida described her children by their home lives. She said almost 
half the children came out of the same type of family: mother and 
siblings. 
The other half live with grandparents and not mom and dad. I 
noticed a lot don't have the support, they don't have the time 
for things, I noticed a lot of the children that live with 
grandparents, aunts or uncles, or just live with mom, they are 
real shy or real quiet or want a lot of attention all the time 
and try to be the class clown. I have seventeen students, 
fourteen Black children and three White children (Summary 
interview, April 27, 1994). 
Linda described the race of the children, "nineteen students, 
six are White and thirteen are Black" (Summary interview, April 27, 
1994). Their economic status was "from the top to the bottom, a 
real wide range" (Summary interview, April 27, 1994). They came 
from different family situations with a majority coming from single 
parent hom,.3s. Some of the children lived with their grandparents or 
aunts, and had no contact with their parents. She continued by 
describing their ability levels: 
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I have one child that reads probably fifth or sixth grade level 
who goes to AG, four who are probably behind him, ten Chapter 
One children. For many of the children their social skills are 
behind, most are immature for their age level (Summary 
interview, April 27, 1994). 
While many preservice teachers did not have the opportunity to 
create their own learning environments, during the summary 
interview they proposed their ideas for when they will have their 
own classroom. Ida spoke about multicultural materials. She said 
her room will have "different things in the room, posters, pictures 
of people living in different parts of the world, having a variety of 
books, talking about different people, and their traditions" (Summary 
interview, April 27, 1994). She would bring in people who have lived 
in other societies to speak about their culture or their experiences 
living in another culture. Her experiences during student teaching 
made her realize that "children are fascinated by all the things from 
other places, things they can actually see and touch" (Summary 
interview, April 27, 1994). 
During one of her observations Ursula was doing a unit on 
mythologies, where the students were introduced and discussed 
several mythological stories from different ethnic and cultural 
groups (Observations, April 14, 1994). She spoke of her attempts to 
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bring in different perspectives in the classroom when she described 
her desires for creating a multicultural learning environment as 
global education (she described multicultural education as global 
education which may have been influenced by her student teaching at 
the Wilson Global School). 
I don't see global (education) as we are going to have Asian day 
and eat with chopsticks and so on, that's not global education. 
If you do that kind of stuff, maybe a role play, judge creativity 
and they enjoy it, but that's not all, you have to go further. For 
example, I talk about foreign countries a lot, when you tell 
them (students) there are arranged marriages in India they are 
just astounded, stuff that you would never think about 
discussing in fourth grade (Summary interview, April 25, 
1994). 
Tammy's student teaching experiences in kindergarten made 
her aware that the classroom environment should "be open to 
different kinds of people" (Summary interview, April 27, 1994). She 
displayed this in her lessons by having the children work in small 
groups and allowed the children to express their beliefs and ideas to 
the whole class (Observations, February 10, March 22, and April 12, 
1994). She stressed that because someone was different it does not 
mean that they were less of a person, or less important, and it was 
not wrong to be different. She related an incident during student 
teaching about how this perspective can work in the class. 
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There was a little girl who was telling the other students 
about a friend from somewhere else. The girl told the class 
how she talks and I thought that was a good time to talk about 
how someone talks and point out that it is different, and we 
should just to be open to differences (Summary interview, 
April 27, 1994). 
Attribute 2· Teachers should create a supportjye learnjng 
enyjronment where students can freely express thejr own 
perspectives. 
Most of the preservice teachers demonstrated a compassionate 
attitude toward their students. In Hannah's classroom, she 
consistently displayed physical and verbal expressions of approval 
and warmth. She touched many students in an affectionate, but 
respectful manner for third graders. She used terms like "you guys 
remembered a lot ... that is real close ... a real good job honey ... 
way to make connections" (Observations, March 15, 1994). She 
believed to be a successful teacher one must "give an enormous 
amount of encouragement to the kids" (Summary interview, April 29, 
1994). She emphasized that encouragement must be genuine or the 
children will see through a teacher's false pretensions. Following a 
formal observation, Hannah commented that this encouragement 
promotes a safe environment for children to express their opinions 
about the topics discussed in class (Observations, February 7, 1994). 
During several student teaching observations, Ida expressed 
genuine respect for the children. During one observation, she forgot 
to recognize a child after all the other children were recognized, she 
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apologized to that child and to the entire class for her mistake 
(Observations. February 4, 1994). She allowed the children to freely 
express their feelings and opinions either to her personally, other 
children or to the whole class (Observations, March 25, 1994). 
During the summary interview, Ida was asked why she encouraged 
the children to express their own perspectives. 
Students learn a lot from each other, they learn a lot from me, 
most importantly we all learn from watching other people 
whether teachers or other students. I have always liked 
discussions, I like having an open ended atmosphere, everyone 
can say what they want, they can express what they think or 
how they feel. I don't like getting up in front of the class and 
lecture, I like to ask questions to see what they (children) 
know and then I come up with what the concept means 
(Summary interview, April 27, 1994). 
Similar to Ida, Ursula encouraged students to openly express 
their beliefs and opinions by providing a safe environment for 
expression of one's own perspectives in her classroom 
(Observations, April 14, 1994). During the summary interview, 
Ursula remarked that her rationale for encouraging the students to 
express their perspectives was an attempt to "make it meaningful to 
them" (Summary interview, April 25, 1994). Ursula realized through 
her experiences in student teaching that, "if those kids can think of 
something that has to do with them, like their family, if they can 
put that in their minds, they will remember things, they need to have 
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a deeper understanding" (Summary interview, April 25, 1994). She 
believed if you make the lesson important to the children they will 
be able connect classroom content to experiences outside of the 
classroom. 
Attribute 3: Teachers should provide a variety of teaching methods 
to target the various learning styles. 
During the summary interview, Ursula discussed how she came 
to realize that her "objectives were open so the children can go 
farther" (Summary interview, April 25, 1994). For example, Ursula 
related an incident that occurred during her student teaching, where 
the objective for the lesson was to study Indian mythology and "it 
turned out they wanted to go a lot farther" (Observations, April 14, 
1994). She believed that instructional strategies should go farther, 
because many children will only understand the concepts if it was 
presented in a way that they can understand. 
I try to do different things because a lot of the kids need it, 
and it makes it so much richer, you have to look at say African 
American children the rich oral traditions and oral 
environment they have. They need to hear it that way, if you 
are aware of things like that, then it is worth to try 
everything, to use all different ways of teaching in order that 
you reach them all (Summary interview, April 25, 1994). 
During her student teaching, Linda had become aware that 
children need to be exposed to a variety of learning styles. 
Cooperative learning was one method that she felt allowed for the 
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different abilities of all children to be targeted. She said, "lower 
students and higher students get a lot out of it, lower students they 
like working with the other ones, and they learn because when you 
learn something and explain it you get more from it" (Summary 
interview, April 27, 1994). Cooperative learning can be done in a 
variety of ways, but Linda believed the benefits of different groups 
of children working for a common goal was the most important 
benefit. She described a common occurrence in her student teaching 
classroom. 
A lot of times students who generally don't play or work 
together, put them together and they learn responsibility and 
respect for each other. For example, one of my lowest children 
asked if she could go and give some help to another kid, that 
builds their confidence and a real loving environment, when 
you are helping peers (Summary interview, April 27, 1994). 
Medjum Leye! 
The preservjce teachers perspectjyes toward multjcyltural 
edycatjon as they complete thejr fjnal year of professional 
coyrsework and jnternshjps 
These preservice teachers discussed that teachers must 
understand the effects of teachers' cultural and ethnic backgrounds 
have on students, understand the effects of students' perspectives 
have on the learning process, develop a community of caring and 
openness in the classroom, plan according to the diversity in the 
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classroom, and communicate to parents a sense of commitment to 
their children. The five preservice teachers Anna, Edith, Harriet, 
Abby, and Ursula demonstrated the following attributes that put 
them in a medium level of multicultural awareness: 
1. Teachers should be aware of one's owr. ethnicity and how 
that affects the interaction with students. 
2. Teachers should be aware of children's perspectives 
and understand how they influence what they learn. 
3. Teachers should create a caring community in the 
classroom, by presenting different perspectives, letting 
students contribute to the learning process, and students 
can freely express their own perspectives. 
4. Teachers should recognize the diversity in the classroom 
in all aspects of the learning process. 
5. When communicating with parents, teachers should be 
open, honest and respectful. 
Attribute 1: Teachers should be aware of one's own ethnicity and 
how that affects the interaction with students. 
For the multicultural education inventory, the preservice 
teachers were asked to describe their own ethnic or cultural group, 
Anna became frustrated and felt uneasy. She was afraid to describe 
herself as being White fearing it would offend her Black friend. 
I thought I will write Caucasian, so then I thought I will write 
White, I hate that, you know Black and White, I have always 
felt uncomfortable doing that, because I really try hard to not 
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differentiate. I hate to put a label on people, my friend Donna, 
she is Black and I am White, when I wrote that down I felt like 
a member of the Ku Klux Klan (Summary interview, April 28, 
1994). 
During the summary interview, Anna was asked her 
perspectives about if and how a teacher's ethnicity affects the way 
they teach. She said, "the teacher should be open and accepting to 
other opinions and beliefs or customs that are different than her 
own" (Summary interview, April 28, 1994). When asked to elaborate, 
she stated, "you should take into consideration your beliefs and be 
respectful of those students who have different beliefs, by the way 
you prepared your lessons, your planning and the day to day lives 
with your children" (Summary interview, April 28, 1994). 
Edith's experience in the internships made her wary of 
offending people. This fear created a heightened awareness of how 
one's own ethnicity affects the way they teach. Edith wrote in her 
journal about a cooperative teacher who was very aware of how a 
teacher's own perspectives can sometimes offend students. "There 
were some things that she (cooperative teacher) changed in my 
lessons, because that may offend some people, that helped me more, 
I think not all the classrooms are like that" (Summary interview, 
April 26, 1994). 
During the summary interview, Abby explained her difficulty in 
revealing her own ethnicity and her views of the possible effects 
the ethnicity of the teacher has on the learning process. "If I were a 
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Hispanic what would it matter as long as I do good job, I have a good 
personality, why does it matter" (Summary interview, April 22, 
1994)? 
Attribute 2: Teachers should be aware of children's perspectives 
and understand how they influence what they learn. 
During the summary interview, Edith was asked if she had any 
experiences that made her aware of how students who were 
ethnically and culturally different interacted with each other in the 
classroom. She described an incident during her third internship 
that made her aware of how like adults, children's perspectives 
influence the way they learn and interact with people. She said, "I 
heard a couple of girls, one little White girl made a very bad 
comment about Black people's hair, their smell, you could tell it was 
coming straight from home and she told some stories, it didn't 
surprise me" (Summary interview, April 26, 1994). When I asked 
why it did not surprise her, she stated that her experiences in the 
schools made her aware that "it starts in second grade, with the 
White-Black racial thing and by fifth grade you can see little sets 
inside the classroom" (Summary interview, April 26, 1994). 
Harriet's described how she developed an understanding of the 
children's perspectives in simplistic terms. She said; "I try to be 
understanding, in that way, help the children try to meet them were 
they are and see their individual needs so I can help them" (Summary 
interview, April 28, 1994). 
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During the interview, Abby was also simplistic in her 
description how she gained an understanding of children's 
perspectives. She said; "I like for the kids to have a lot of input, it 
is important to get feedback on what the children say and how they 
learn" (Summary interview, April 22, 1994). When the investigator 
asked if she could elaborate on why she feels it was important to 
get the children's input, she stated, "just having them talk, for them 
to bring up issues and things that they have talked about, it is 
amazing the things they will talk to each other about, where they're 
from, things about themselves" (Summary interview, April 22, 
1994). She could never give the investigator more than "it is 
amazing the things they will talk to each other about" (Summary 
interview, April 22, 1994). 
Attribute 3: Teachers should create a caring community in the 
classroom by presenting different perspectives. letting students 
contribute to the learning process. and students can freely express 
their own perspectives. 
Anna and Harriet brought up the issue of creating a caring 
community in the classroom. Both believed that a community feel in 
the classroom created a better understanding of the differences 
found in the classroom. During an observation, Harriet demonstrated 
community building by having the children in a large group setting 
learn the order of planets. In order for the lesson to meet the 
objectives, the students had to cooperate with each other 
(Observations, March 24, 1994). 
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Anna stated in the interview that the community approach will 
teach the children to work together, "If you have a community in 
your classroom that works together you need to understand the 
differences of themselves and other cultural groups or ethnic groups 
so that they communicate and work with them, in my classroom" 
(Summary interview, April 28, 1994). 
Harriet wrote that using the community approach in the 
classroom will break down the barriers of prejudice set up by 
society. She said, "Bring everybody in to feel like a whole 
community in your classroom, and kids will understand and interact 
with each other who are different outside and not be so judgemental, 
to teach them the values of other cultures "(Journal, September 1, 
1993). 
During their summary interviews, Anna, Harriet, and Ursula 
described the importance of presenting different perspectives in the 
classroom. Anna related her beliefs in general terms, never 
revealing why it was important to present different perspectives to 
the children. She stated, "educating the children thoroughly in 
different areas about things that are different and it doesn't have to 
be about Japan, can be about just differences in Greensboro, 
differences in that classroom community" (Summary interview, 
April 28, 1994). 
Harriet described her rationale for presenting different 
perspectives, but was never able to provide a detailed explanation of 
why it would help students. She said, "students need to understand 
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that America right now is a land of so many different people and 
they are going to have to deal with people from other cultures no 
matter what they do in life" (Summary interview, April 28, 1994). 
During the summary interview, Ursula described her belief that 
incorporating diversity into the learning process is an asset for all 
children. She was able to be more explicit then the other preservice 
teachers. 
Helps a person get to know the world around them and their 
own personal history, I think students need to understand their 
own self and history before they can understand, value, and 
empathize with somebody else. These will be critical goals 
for me when I teach social studies, if these are achieved, then 
the goal of schools to make students into informed, globally 
aware citizens will also be reached (Summary inten:iew, April 
25, 1994). 
During the summary interview, Edith, Harriet and Abby 
expressed their perspectives on how children must contribute to the 
learning process to be a successful student. Abby stated that "you 
need to have things done in the classroom by the students and learn 
from within and then gather from without and build on that" 
(Summary interview, April 22, 1994). 
Edith provided a scenario to explain her perspectives on how 
students can take some control of their learning: 
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I was thinking about if you were studying China and you have a 
child in your room that was from Chinese background. Maybe 
they have something at home, that can show the culture, things 
that you can't put your hands on. You can't possibly buy 
authentic things. Even get the parents to come in, it is more 
interesting when learning about somebody's background, that 
you are sitting beside, they can be the personal source 
(Summary interview, April 26, 1994). 
Edith elaborated on why she thought this response was true, she 
said; "if you feel included just because you have that background you 
got something to contribute, feel more part of what you are doing" 
(Summary interview, April 26, 1994). When the investigator asked 
her to explain on her perspectives on getting kids more involved in 
the learning process, she said; "I would really like to do where the 
kids set the rules and punishments, voting on different stuff, more 
democratic things" (Summary interview, April 26, 1994). 
Harriet discussed a video she viewed in one of her classes that 
discussed discrimination. The video was about a group of children 
who were exposed to discrimination, through a role-playing 
exercise. Harriet believed this method was a powerful and safe way 
to expose children to discrimination. 
Have the children to do a simulation where they really take the 
role of a person of another culture, we watched a video a few 
years ago about discrimination, you can do the same thing this 
kind of way and then discuss how different cultures are 
discriminated against and just make them really understand 
how it feels to be different on the other side, I think that help 
them to think like that person and values and opinions 
(Summary interview, April 28, 1994). 
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During the summary interviews Edith and Harriet discussed 
how the success of all students was intertwined into the teacher's 
ability to provide an open and safe atmosphere where the children 
could express their feelings and opinions. Edith said; "I care about 
whether the kids think how they have been feeling at school, so I try 
to let them know that at least at school somebody in their 
classroom cares about them and wants them to be there" (Summary 
interview, April 26, 1994). Harriet had similar ideas about the 
children being given opportunities to express themselves, but could 
not elaborate on how teachers can achieve this. She said teachers 
need to be "making sure that everybody keeps and open mind on 
variety of things" (Summc.:y interview, April 28, 1994). 
Attrjbute 4· Teachers should recognize the djyersjty jn the 
classroom jn all aspects of the learning process 
Anna recognized that all classrooms contained students with 
different abilities and teachers should plan accordingly to these 
differences. When the investigator asked her to elaborate on how 
she will teach to these differences, she expressed her perspectives 
in generalities, rather than providing specific examples: 
Just after a while you really know your students that you do 
that automatically, I think it should come second nature if you 
truly know your students, the first step is knowing your 
students well enough to be able to adjust whatever you have 
planned whether it would be field trips or outside resources or 
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whatever, you have to take into consideration their 
differences, in religion, academics, special needs such as 
reading ability, sight problem (Summary interview, April 28, 
1994}. 
During the interview the investigator asked Harriet and Abby a 
similar question, how would they teach to diversity? Harriet 
replied, "I would use it in an integrated manner, I might try to do it 
and use a lot of literature and children's books about it, during 
reader's time, discuss it when it comes up, problems that come up" 
(Summary interview, April 28, 1994}. 
I think that the pictures and posters and books that children 
read must have the diversity with in them, I don't think you 
should see all one color or one race in a poster, the books I 
read, or magazines just the things that are hands on for the 
children, videotapes, anything that the children may come in 
contact with, needs to have some form of multicultural with in 
them all the time, you see it on TV why not see it in your 
classroom (Summary interview, April 22, 1994). 
Harriet and Abby believed that teaching to and about diversity was 
important, but when asked to elaborate they could never get beyond 
providing a general description of multicultural education. 
Another example of a general description was Abby's 
explanation why she believed teachers should be aware of differing 
learning styles. Abby revealed that she had a learning disability and 
because of the disability she was very sensitive to different 
learning styles. She stated: 
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Learning styles, I think some kids have to have movement, 
some kids need to be by themselves, that to me is learning 
styles. I believe in the diversity of my children, every single 
child is a like, no child is alike, being aware of that in myself, 
always writing about it and talking about it makes me 
constantly aware, if I didn't I probably would not be as aware 
of it (Summary interview, April 22, 1994). 
Attribute 5: When communicating with parents. teachers should be 
open. honest and respectful. 
All four of the preservice teachers were clear in their 
perspectives on how to communicate with parents, especially those 
parents whose ethnicity or cultural identity was different from the 
teacher's. A general theme in all four statements was that the 
preservice teachers must have the child's best interest in mind when 
they communicate with parents. Anna and Abby believed that the 
teacher's opinion and views must be clearly stated. They maintained 
that teachers must be clear when presenting their beliefs, but also 
respect the beliefs of others. Anna stated: 
I have my own sets of beliefs and opinions and feel very 
strongly about those. I have never been one to try inflict those 
on somebody else and in turn I have respect for other people's 
customs and beliefs. It doesn't mean I will accept them, I 
don't think I would make anyone feel uncomfortable in what 
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they believe, that is not my nature. The only time I would 
make one feel uncomfortable is if I felt something was 
damaging to the child (Summary interview, April 28, 1994). 
Abby's statement revealed actions she had observed other 
teachers do in her internships, that she would not repeat as a 
teacher. Abby presented some ideas she hoped to implement when 
she began her professional career. 
I would want them to know what I believe, and if they were so 
strongly about something, then give me suggestions for what 
you and I can do, I think letting the parents know that I am 
concerned and aware and I know that you have feelings. When 
teachers get real defensive and parents get real defensive, 
nothing gets established, things gets twisted. If I give that 
positive attitude at the beginning, some open house or 
whatever, that I am willing for any ideas, especially with 
multiculturalism, send out a newsletter every week so they 
know what is going on. Let them know they can call any time 
in the week, encourage them to come in. I think through these 
letters, parents will feel that I really care about them and not 
just their children and I think an open house, encourages them 
to come, encourages discussion, and a warm environment 
(Summary interview, April 22, 1994). 
Harriet and Ursula took a less directive approach when 
explaining how they plan on communicating with parents. They were 
not worried about presenting their beliefs to the parents, and 
stressed that parents should feel welcomed and part of their child's 
education. Harriet stated: 
Understand where they are coming from and try to not be 
judgemental. Try to be open to what their feelings are and 
present myself in way that they don't judge me or can 
understand. Try to understand, make sure I have the 
information to understand why they feel a certain way 
(Summary interview, April 28, 1994). 
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Similar to Harriet's perspective, Ursula presented an attitude 
that interacting with parents should not be a struggle between 
parents and teachers, but a partnership for the well being of the 
child. She believed that teachers must go into a parent meeting with 
a desire to discover how the parents might feel. 
You have to let parents know that you are with them, let them 
know you will work with them. You have to keep that 
professional relationship, be very respectful of them and what 
they believe, and realize that it is their child and most cases 
the most important thing in their lives. The parents can be 
naturally defensive or concerned or upset, so you have to keep 
that in mind {Summary interview, April 25, 1994). 
The preservice elementary teachers' description of the evolution of 
their multicultural education perspectives during the two years of 
Professional studies. 
These preservice teachers held the beliefs that the teacher 
needs to understand how their perspectives affect the learning 
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process in the classroom, recognize the diversity found in the 
classroom, classroom materials must reflect society, and learning 
must be relevant. The seven preservice teachers Anna, Eve, Terry, 
Ida, Abby, Harriet, and Linda demonstrated the following attributes: 
1. Teachers should understand how their own 
perspectives can affect the learning processes of the 
children in the classroom. 
2. Teachers should be aware of the ethnic and cultural 
backgrounds and experiences of the students in the 
classroom. 
3. Teachers should select and utilize materials that reflect 
different cultural and ethnic groups inside and outside 
the classroom. 
4. Teachers should make learning relevant to the lives of 
the children by presenting different perspectives. 
Attribute 1: Teachers should understand how their own perspectives 
can effect the learning processes of the children in the classroom. 
Ida wrote in her journal about how her perspectives began to 
evolve after a lecture by a local principal on learning styles. She 
said the lecture "made me aware that all children don't learn the 
same way" (Journal, October 14, 1994). When she returned to her 
internship following the lecture, she began to pay "particular 
attention to how the students learn best" (Journal, October 14, 
1994). She began to examine her own learning styles and personal 
learning experiences to understand how she viewed teaching, she 
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said, "some of my own personal experiences and what things work 
best for me to learn, affect the way I teach" (Journal, October 14, 
1994). 
Ida went on to describe a book Teacher, that she read in the 
second semester, which made her "able to reflect on my own ideas 
and actions when it comes to classroom teaching" (Journal, February 
16, 1993). She came to understand that a person "teaches according 
to his or her beliefs, and their beliefs and values construct 
everything else they do and say as an individual (Journal, February 
16, 1993)." The investigator asked her to give an example of how 
this takes place in the classroom. She said; "teachers first use their 
beliefs and their professional knowledge to determine how they 
utilize class instruction and make important decisions" (Summary 
interview, April 27, 1994). 
It was during the second semester, that she began to become 
aware of how teachers relate to diversity in the classroom. Ida paid 
attention to her cooperating teacher's interactions with students by 
observing if the teacher was demonstrating any signs of prejudices 
toward certain individual or groups of children. She concluded that 
"I have not seen any prejudices used by the teacher toward the 
students or by the students toward one another in relation to ethnic 
groups" (Journal, February 16, 1993). 
During the summary interviews these preservice teachers 
discussed their perspectives on the role of the teacher. Ida 
commented that her experiences during the internships and seminars 
had made her aware that prejudice was often introduced in the 
homes of the children. 
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Many students don't get the accurate information or 
compassion from family because there is a lot of prejudices, 
for me coming from small rural southern town, I grew up with 
a lot of prejudice and racial tension. Since I have been here 
listening to my teachers and professors and reading things, I 
really opened my mind to a lot of things, that it is my 
responsibility to help students at a younger age so they will 
not have some of these prejudices and feelings and 
misunderstandings that I had (Summary interview, April 27, 
1994). 
She realized that teachers and students spend so much time 
together, even more than with their parents, which provided an 
opportunity for the teacher "to mold the children to the way they 
think and feel about things" (Summary interview, April 27, 1994). 
Ida believed that it was the responsibility of the teacher to help the 
children understand the diverse nature of our society and "that it is 
not good or bad, but it is just different "(Summary interview, April 
27, 1994). 
During the summary interview, Abby discussed the time when 
she realized that a teacher's own perspectives can affect the 
students' actions in school. There was an incident where a child 
accused her of being prejudiced. She began to reassess her teaching 
to see if this child was correct. She said; "I sat back and thought do 
I pick on the Black children more than the White children" (Summary 
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interview, April 22, 1994). She concluded that her awareness of the 
diverse student population in the classroom had only heightened her 
sense of caring for all children and not made her prejudiced. 
Instead, the experiences in the classroom had made her able to view 
"each child as a child, I don't really think of them as Black and 
White" (Summary interview, April 22, 1994). This was a common 
perspective among several preservice teachers, denying the 
ethnicity of the child in hopes of seeing and treating all children as 
equal partners in the educational process. 
Eve wrote in her journal about the effect of the book The 
Education of Little Tree on her own perspectives toward teaching to 
a diverse student population. She described the book as "one of many 
stories about one of our long lost cultures in the United States, 
which emphasizes that one type of education is not more valuable 
than another" (Journal, April 10, 1993). From this story, Eve 
described her own experiences in the educational system as being an 
outcast and made to feel inferior. 
I have grown up in many different environments and I know 
how Little Tree felt to be taken out of his element. I often 
wonder if the tables were turned, how many of them would 
survive in Little Tree's world. He was taught to be proud, 
respectful, honest, and himself. He grew up with all of the 
wonderful qualities despite all that was pitted against him, 
soon they will wear him down, they will strip him of his pride 
and take away his opportunities to uplift himself, they will 
abuse him and he will retaliate, I know (Journal, April 10, 
1993). 
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Throughout the professional studies program, Eve applied her 
childhood experiences in school to develop a perspective toward her 
own methods of teaching and interacting with children. 
Attribute 2: Teachers should be aware of the ethnic and cultural 
backgrounds and experiences of the students in the classroom. 
Harriefs experiences in the program heightened her 
understanding of how teachers must interact with a diverse student 
population. While she only presented general conceptions, she was 
able to understand the importance of learning about the students' 
personal experiences. She stated; 
The teacher must find out what you need to know about your 
children where they are at, before you can go on from there, 
finding out about their past, just their whole attitude about 
learning, if you can help them relate what you are doing in the 
classroom, to something they have seen or experienced, I think 
they are more likely to remember (Journal, September 1, 
1993). 
Harriet believed that teachers must be creative in getting students 
involved in learning. It begins when teachers find out about the 
students' personal experiences as it relates to the content. She 
came to realize that "all of these parts are connected, because of 
what the students already know will shape their behaviors" (Journal, 
September 2, 1993). One method Harriet discussed was the use of 
centers and equipment that related to every child's specific 
interests. The goal for this approach was for "the children to be 
exposed to a large amount of diverse learning styles while at the 
same time being challenged individually" (Journal, September 2, 
1993). 
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During the summary interview, Eve discussed how teachers 
need to become realistic, while at the same time become aware of 
the students' personal experiences. She became aware of how the 
children's actions and language affected the way she taught. While 
she understood the importance of becoming aware of the students' 
personal experiences, she also believed teachers need to be 
realistic. 
Teachers sometimes glorify something that is not there, I have 
seen some teachers make a big deal over a little deal, 
especially at the younger age level. For example, it depends on 
what the activity is, but often African Americans and 
Caucasians play together, I myself have heard teachers 
comment about how wonderful that all the children play 
together, and not really looking at what is going on (Summary 
interview, April 26, 1994). 
She stated; "in my community we have certain games that we play or 
folktales as African Americans, that Caucasians don't really know 
anything about" (Summary interview, April 26, 1994). She said that 
was how "we segregate ourselves", and that teachers need to pay 
attention to prejudice and segregation and stop those when it was 
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appropriate, but "teachers need to look deeper, just because you see 
something that doesn't mean you really know what is going on" 
(Summary interview, April 26, 1994). 
Anna, Terry, and Linda presented three examples of how their 
perspectives developed through their experiences in the internships. 
During Anna's second internship she had eleven students in the 
classroom who were close to the same academic level and not much 
diversity in that classroom, "except the religion I had Catholics, 
Jews and Protestants" (Summary interview, April 28, 1994). From 
this experience she was able to see how the teacher bridged the 
religious gaps, especially during holiday times. Anna gained the 
knowledge to go beyond religious differences and tackle ethnic and 
cultural differences with the same teaching style as this 
cooperating teacher. 
Terry described her experiences in the second internship 
working with a particular student. She developed an understanding 
of the importance of learning about a child's experiences and how 
that impacts upon the teachers' approach to the individual child's 
learning style. This child who was living in a homeless shelter was 
labeled as at-risk. She was told by several people he had many 
behavior problems, especially talking out in class at inappropriate 
times. After spending several weeks working with this child, Terry 
decided that "biographies about African Americans would be a good 
choice to help him begin to like school" (Journal, May 3, 1993). When 
the investigator asked her why she believed that, she said; "this boy 
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had very little self-esteem and believed reading this type of 
material would make him realize that there are African Americans 
who have succeeded in this society" (Summary interview, April 22, 
1994). She maintained that working with him had made her aware of 
the importance of learning about the total child, before attempting 
the process of teaching. 
Linda had a similar experience as Terry, when she worked with 
a child who was labeled at-risk. Much like Terry, Linda made the 
connection that in order to teach effectively, teachers must learn 
about each child in the classroom. Her description of the child and 
her conclusions: 
The case study boy's mother is a crack user, and they (social 
services) take him or her out of the home all the time, he 
comes to school many times in wet or dirty clothes, because 
he didn't have anywhere to sleep the night before. The school 
watches him very closely, he is very at-risk, and he has a 
learning disability. He is so sweet and tries so hard and 
participates in class, he has the intelligence if he can get 
guidance along the way (Journal, November 15, 1992). 
Attrjbute 3· Teachers should select and utj!ize materials that 
reflect different cultural and ethnjc groups jnsjde and outsjde the 
classroom 
For the multicultural education inventory and during the 
interview, Ida was asked how and what materials she would use to 
promote a multicultural perspective. She stated, 
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I use books a lot in all the subjects, they can be a good way for 
the start of a unit or lesson, to read maybe about a child who 
was raised by their grandmother or a child whose life is 
different from here, the United States, compare and contrast 
the differences and make them understand the differences 
(Summary interview, April 27, 1994). 
Ida believed that studying differences "does not mean what you do is 
right or wrong and what they do is right or wrong it is just 
different" (Summary interview, April 27, 1994). She also 
empathized that teachers should select materials that emphasized 
that while people may appear to be different, people were also 
similar in many ways (Summary interview, April 27, 1994). 
During the summary interview, Terry stated that multicultural 
education materials must represent all groups, as possible. "There 
should be no sign of stereotypes in these materials, students should 
be exposed and taught to learn to appreciate other cultures that are 
different than their own" (Summary interview, April 22, 1994). 
When the investigator asked if she could give an example of how she 
used multicultural materials, she discussed her use of the book, NQ 
Good in Art. She described the book as showing many different 
ethnic groups: African Americans, Hispanics, Mexicans, and 
Caucasians. The children in the story painted pictures of what they 
wanted to be when they grew up. She said; "I chose the book not only 
because it was multicultural, but because it also talked about how 
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everyone could do well in art or anything they choose to do, no 
matter what their ability" (Summary interview, April 22, 1994). 
Attribute 4: Teachers should make learning relevant to the lives of 
the children by oresentjng different perspectives. 
Terry wrote in her journal about her second semester 
cooperating teacher's use of relevant vocabulary. Terry said, "I love 
the way the teacher helps the children love to read by giving them 
vocabulary words they wanted to learn" (Journal, January 26, 1993). 
Terry stated how she hoped to use this idea during student teaching 
and when she gets her own classroom. Terry believed, "children will 
learn words that have importance in their lives and culture a lot 
easier" (Journal, January 26, 1993). 
During the summary interview, Linda discussed how the 
program gave her a better understanding of the importance of 
exposing children to different cultures and how this was a necessary 
part of teaching. She believed that teachers need to discuss the 
similarities and differences among people, while the level of 
discussion "depends on what grade you are teaching, fifth graders 
sophistication is a lot different than first graders, you can get into 
more experiences and history then with first graders" (Summary 
interview, April 27, 1994). 
Linda described how her own experiences as a student helped 
her understand the importance of bringing in different perspectives 
in the classroom. 
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I have just grown up with different cultures around me and so 
it doesn't stand out in my mind this kind of kid, Jackson (home 
town) is one third White, one third Black, one third Indian, all 
through school I have been in that, I think that helps to 
(Summary interview, April 27, 1994). 
During her internships, she experienced a feeling of necessity to 
think about diversity issues. She felt the reason was "you don't 
think about it until teaching, because going to different schools we 
have been in, have a lot of different cultural things that they do, you 
have different races in your classes, just being exposed to that" 
(Summary interview, April 27, 1994). 
How the preservice elementary teachers connect multicultural 
education perspectives with classroom practices during their 
student teaching. 
These preservice teachers held the beliefs that teachers 
understand the diverse nature of the classroom, vary the teaching 
styles to accommodate diverse learning styles, provide a safe and 
caring environment for all children The three preservice teachers 
Anna, Harriet, Eve, and Iris demonstrated the following attributes: 
1. Teachers should be aware of the diversity among 
students in the classroom. 
2. Teachers should present a variety of teaching styles to 
meet the needs of students with a variety of learning 
styles. 
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3. Teachers should create a safe and caring environment in 
the classroom. 
Attribute 1: Teachers should be aware of the diversity among 
students in the classroom. 
During the summary interview, Anna described her fourth grade 
student teaching classroom in various manners. She began by 
describing the socioeconomic and education levels as being diverse. 
You have kids from families where both parents graduated 
from college, and even have their masters, and then you have 
parents who maybe did not graduate from high school, their 
family incomes definitely reflect that, and therefor you have a 
lot of different personalities because of that (Summary 
interview, April 28, 1994). 
She described the ethnic groups in the classroom, "most of the 
children are African American, eleven or twelve are African 
American, one from Haiti" (Summary interview, April 28, 1994). 
Later in the summary interview she described the differing 
perspectives among the students. She believed that the exposure to 
different socioeconomic levels and experiences by the children made 
some of the children "very independent and very self reliant, and the 
others, the only difference between them and a kindergartner is that 
you don't have to change their clothes because they don't wet their 
pants" (Summary interview, April 28, 1994). Her experiences during 
student teaching challenged her own perspectives, and realized that 
219 
teachers cannot judge students by their physical characteristics or 
their social status. Children bring into the classroom a variety of 
qualities that make up the whole child (Observations, March 2 and 
April 18, 1994). 
Harriet described her second grade student teaching in gender 
and ethnic terms: 
twenty children, nine boys and eleven girls, and two third are 
Black. The six children who go to Chapter One were Black, the 
two who were pulled out for AG were White, and the rest were 
in the middle of the academic ability range. Eight of the 
children were being recommended by the cooperating teacher 
to be retained in second grade (Summary interview, April 28, 
1994). 
She said these children were all Black, 
They are not doing second grade work. Two thirds of the 
children are poor and one third is middle class, and most of the 
kids who are having home problems are coming from a lower 
economic status. Those kids who might be retained three of 
them are middle class background, there are some kids whose 
parents really work with them and try and it doesn't work 
(Summary interview, April 28, 1994). 
Harriet believed that the children who were poor get less attention 
by the teacher, than those children who were from middle class 
backgrounds. 
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During Anna's student teaching classroom, she utilized 
cooperative groups (Observations, March 2 and April 18, 1994). In 
the summary interview, she was asked why she used cooperative 
groups. 
Learning to work with someone else, being able to give and 
take and not just being the taker or giver all the time, also I 
want children to be comfortable in the classroom and not ever 
feel like they are put on the spot (Summary interview, April 
28, 1994). 
She went on to say that many times when diverse children work in 
groups or with a partner, "they are less likely to feel like a failure, 
plus there are some children that can't really do their own work and 
need to be with someone else to help" (Summary interview, April 28, 
1994). 
Iris' experiences during her kindergarten student teaching 
made her aware that teachers must use different approaches to the 
teaching of concepts. For example, during a lesson on maps she had 
the students sit and listen to her, work in small groups, work 
independently and finally shared with the whole group. While the 
majority of the lesson was teacher-centered, she did have them 
learn in several ways (Observation, March 29, 1994). 
Must be aware that the children are not all alike in order for 
the classroom to be a successful place to learn. Somewhere in 
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your lesson, not saying everyday but you have to have 
something about another culture or a different people, because 
it is important because we have so many problems in our 
country. That is because we don't talk about things and when 
we need to discuss and learn and try to educate ourselves as 
much as possible because if we don't start here at school, then 
when children become adults we will still have the same 
problems, same misconceptions, same views, without being 
exposed to it at an early age (Summary interview, April 25, 
1994). 
Attrjbute 2: Teachers create a safe and carjng environment jn the 
classroom 
During the summary interview, Anna discussed the type of 
learning environment she tried to develop in the classroom. One of 
her primary goals was "to give everybody the same chance and never 
embarrass students if they don't know an answer" (Summary 
interview, April 28, 1994). After observing Anna during her student 
teaching, these goals were evident in her classroom practices. The 
children were given the encouragement and the opportunities to 
succeed and still be challenged. The children were given 
responsibilities to strengthen the relationship with each other and 
the teacher. This was done by having the children work in small 
groups where the children must cooperate with each other in order 
for the lesson to work. Comments heard during an observation were: 
"very good ... excellent ... you guys are working well together ... I 
see some interesting things being written ... I like how everyone is 
writing" (Observations, March 2, 1994). 
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During the interview, Iris discussed the goals a teacher must 
have in order to be a successful teacher. She believed teachers must 
create an environment where the children are given the freedom to 
express feelings and opinions. She maintained, that if this structure 
was not developed by the teacher then "it makes them (children) feel 
like they can't respond, than they do not feel included or be part of 
what is important of what is being taught" (Summary interview, 
April 25, 1994). She described how she tried in her student teaching 
classroom "to get the children all opportunities to make a link with 
their own personal lives and I never say that is not right" (Summary 
interview, April 25, 1994). Evidence of this were comments after 
the observations of her student teaching: 
Show your pictures proud; I like the way Bobby is behaving; 
good job; Sue you are exactly right; I see some great pictures 
of yourselves; everyone should have an equal chance to answer; 
that is great Mark; thank you for telling me that; and that is a 
good observation Sam (Observations, March 29, 1994). 
Through these observations there was a pervasive feeling that Iris 
wanted to link the understanding to the personal experiences of the 
children. 
During the classroom observations, Eve encouraged the 
students to express their personal feelings. She never made any 
child feel like a failure when they got things wrong in class and her 
lessons were developmentally and accessible for all the children in 
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the classroom (Observations, March 17 and April 14, 1994). For 
example, the investigator observed a lesson on mobiles, where Eve 
displayed both physical and verbal expressions of warmth. It did not 
matter if a child was correct or not, she would still give hug. When 
she needed something from a child she would always start out by 
saying please and finishing the statement by saying thank-you, and 
usually adding a smile (Observations, April 17, 1994). She described 
these actions, because "all children need to be treated fairly and 
with respect . . . which increases their levels of self-esteem" 
(Summary interview, April 25, 1994). . 
Another significant action observed in the mobile lesson was 
that students worked in small groups. Each child was encouraged to 
express their opinions and feelings to the other children and to Eve. 
This was accomplished by her questioning all the children, which 
stimulated discussion within the small cooperative groups 
(Observations, April 17, 1994). She was asked in the summary 
interview why she encouraged students to express their personal 
feelings. She said: 
If it doesn't relate to them they are not going to be interested 
in it, by giving them time to talk about their ideas in class, 
then they take it with them for the rest of their lives, or even 
next week, got to do something that applies to them, otherwise 
teaching is a waste of time (Summary interview, April 25, 
1994). 
Medium-Low Level 
The preservice teachers perspectives toward multicultural 
educatjon as they complete their final year of professional 
coursework and internshiPs. 
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These preservice teachers believed teachers must discuss and 
teach about issues related to diversity and awareness of diversity 
must be the overriding element in the teaching and learning process. 
The three preservice teachers Ida, Tammy, and Iris articulated the 
following attributes that put them in a medium-low level of 
multicultural awareness: 
1. Teachers should be knowledgeable about their students 
and discuss diversity in a caring and respectful manner. 
2. Teacher should promote equality and respecting 
differences when discussing and learning about diversity. 
Attribute 1: Teachers should be knowledgeable about their students 
and discuss diversitv in a caring and respectful manner. 
Iris wrote in her journal that the role of the teacher was to 
bring diversity in the classroom, to let children be aware that there 
were other cultures in the world and every culture was important. A 
teacher "must give equal time of study to each one of the different 
cultures represented in my classroom" (Journal, September 1, 1993). 
During the summary interview, the investigator asked how she 
accomplishes this, she said; "Teaching different things about 
different people, just reading about different people, trying to learn 
about the foods they eat, why they behave the way they do, or what 
makes them special what makes them so distinctive from other 
beliefs" (Summary interview, April 25, 1994). 
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Iris described her awareness for the need to teach diversity 
from "the day to day interactions with so many different children, a 
little bit from each different group has helped me a lot, experience 
with working with diverse people" (Summary interview, April 25, 
1994). She believed that students need to "listen with open minds 
and be willing to learn all that you can learn about different things, 
because you will not be living with all the same people that are like 
you" (Summary interview, April 25, 1994). 
During the summary interview, Tammy stated her beliefs about 
studying about diversity in the classroom, she said; "If a group of 
students is going to spend a lot of time together, I think they should 
have a feeling of respect in the classroom" (Summary interview, 
April 27, 1994). When asked to elaborate on how she would 
understand the differences in the classroom, she said; "I watch my 
kids and see what they need, and identify those things that I will be 
able to plan according to my classroom" (Summary interview, April 
27, 1994). She gave an example of how she would use the 
information in her teaching; 
If someone in the classroom is from South America it would be 
a good opportunity to do a study of South America. He or she 
could be a resource person and give some information and just 
help you learn about the people in your classroom and have 
more respect for that person because you know about him 
(Summary interview, April 27, 1994). 
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During the summary interview, Ida was asked to comment on 
the issue of diversity in the classroom, Ida stated that a teacher 
must "expose yourself to all different types of cultures, through 
books" (Summary interview, April 27, 1994). She believed that the 
education coursework "open your mind to different lifestyles, 
different traditions that other people have, learning about other 
people and about traditions, of all types" (Summary interview, April 
27, 1994). When asked what the role a teacher should demonstrate 
in the classroom, Ida replied; "I feel caring and giving them time to 
share and showing that you really respect them, caring about them 
at school and home" (Summary interview, April 27, 1994). 
Attribute 2: Teacher should promote eguality and respecting 
differences when djscussjng and learojog about djyersjty. 
Iris and Tammy explained in the summary interviews how they 
would teach about diversity. Iris said having "materials be available 
different books, different things, different materials from other 
places, have different pictures of different places" (Summary 
interview, April 27, 1994). When the investigator asked her to 
elaborate on how she would actually teach about and to diversity, 
she replied: 
If say for example, I am talking about a different culture, I 
was not sure I was believing in what l was saying, and I am 
teaching it and saying we should feel this way or we should 
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really support a lot of different people, I was giving out that 
view, children can see right through that. If they felt that I 
wasn't believing in what I was saying that you should promote 
values and attitudes of behaviors of ethnic and different 
cultures, then why should they give a hoot if I am not showing 
that I care about what I am teaching (Summary interview, 
April 27, 1994). 
Tammy's reply focused on reading: "I know that reading is 
important and that through reading one can learn about places and 
people that they may not meet any other way, I want my students to 
have an appreciation for their culture, country, and for people in 
general" (Journal, September 1, 1993). When the investigator asked 
her to elaborate, she said; "making someone aware of people being 
different, the diversity of people, cultures, and trying to instill in 
them an appreciation of people" (Summary interview, April 27, 
1994). 
The preservice elementarv teachers description of the evolution of 
their multicultural education perspectives during the two years of 
professional studies. 
These preservice teachers held the beliefs that teachers' 
perspectives affect the learning process, teachers should be 
knowledgeable of the students' experiences, and be versatile in there 
teaching styles. The three preservice teachers Tammy and Iris 
demonstrated the following attributes: 
1. Teachers should understand how the perspectives of the 
teacher can affect the students' ability in the classroom. 
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2. Teachers should develop an understanding of the 
experiences of the different ethnic and cultural groups in 
the classroom. 
3. Teachers should create an environment that encourages 
children to experience different learning styles. 
Attribute 1: Teachers should understand how the perspectives of the 
teacher can affect the students' ability in the classroom. 
Allison wrote in her journal that she was impressed with the 
learning styles lecture. She came away with the feeling that "it was 
okay to let students stand to do work or move around, I really like 
this idea, anything that helps students do their best is a good idea to 
me" (Journal, September 22, 1992). 
Tammy described an incident in her second internship, that 
made her see the influences a teacher's perspectives have upon the 
children's abilities in the classroom. She was teaching a 
cooperative group lesson to the whole class, which was rarely done 
in this particular classroom. 
The teacher told me to go ahead with pairing the students, but 
not put three boys together (they are all Black boys) and to put 
them with a White girl. I did not like the sound of that when I 
heard it, but thinking she knew more about them than me, I 
tried to do that. Well it didn't work out, they did not like who 
they were paired with, they would not work together, and they 
were constantly trying to see what the other guy was doing. 
The next week I walked in the classroom and they are working 
in groups and I asked the teacher what they were doing, and 
she said they are making their own games and are really 
enjoying it. Furthermore, she said it was the strangest thing, 
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she allowed the kids to pick their own groups and they were 
working together beautifully, those three boys were working 
together (Summary interview, April 27, 1994). 
During the summary interview, Iris discussed how she came to 
realize that there were no direct steps to follow when teaching. She 
stated that teaching was based upon "student cognitions, teacher 
knowledge, and teacher beliefs" (Journal, February 9, 1993). When 
the investigator asked her to clarify her statements, she stated: 
The teacher is the foundation of a student's knowledge and 
learning experiences. The teacher is responsible for providing 
the knowledge for the students to learn. The teacher takes 
this knowledge and builds the information into the minds of 
children and is the constant support system for children 
(Summary interview, April 25, 1994). 
Attribute 2· Teachers should deye!op an understanding of the 
experiences of the different ethnic and cultural groups jn the 
classroom 
Tammy discussed her understanding of segregation, 
discrimination, and prejudice based upon her experiences in the 
internships. While her experiences were similar to the other 
students in the inquiry team, she did not express a thorough 
understanding of the complexities found in a classroom as many of 
the other preservice teachers. 
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A child growing up in an environment with segregation has a 
different opinion of people of color as children do today with 
no specific segregation. In the classrooms that I have been in, 
the kids seem to get along fine, no matter what their color. 
There is no name calling or shunning people of another color as 
far as I can see, these kids have grown up with children with 
different colors in their schools and neighborhoods (Journal, 
March 2, 1993). 
Iris wrote in her journal about a the video, A Class Divided. 
which prompted her to describe her interpretation of many people's 
experiences with discrimination. She believed all students should 
experience the feelings of being discriminated. The classroom 
provides a safe environment to role-play experiences of 
discrimination, which is similar to the experiment in the video. As 
an African American, she realized: 
There are some people that have never experienced any form of 
discrimination in their life. Yet, they may unknowingly 
discriminate against others who appear different from them, 
it is valuable for children to experience this situation together 
(Journal, March 2, 1993). 
Attribute 3: Teachers should create an environment that encourages 
children to experience different learning styles. 
During the summary interview, Tammy thought the 
professional studies program provided the preservice teachers with 
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the knowledge to help students experience different learning 
experiences. She said they were "taught to pick the literature and 
different activities and try to meet all the people who need the 
variety of learning styles" (Summary interview, April 27, 1994). 
She believed, when the preservice teachers were assigned the role 
of teacher in their internships and student teaching they "met a lot 
of the needs of the students and have learned the different methods 
to teach to a variety of children" (Summary interview, April 27, 
1994). 
Iris gave an example of how she provided a variety of learning 
experiences for the children: 
I would ask my children what their interests are, how they 
learn best, and try it incorporate their learning styles and 
interests with the school's curriculum, hopefully I could 
devise a plan that would satisfy everyone (children, teachers, 
and administration). I do not want students to dread coming to 
school because they have to, I want students to question the 
information in their textbooks, I want students to know that 
school can be whatever they want it to be (Summary interview, 
April 25, 1994). 
How the oreservice elementary teachers connect multicultural 
education perspectives with classroom practices during their 
student teaching. 
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These preservice teachers held the beliefs that teachers must 
make learning relevant and safe for the children. Ivy, Allison, Irma 
and Abby demonstrated the following attributes: 
1. Teachers should develop an understanding of how the 
diversity found in the classroom impacts upon the 
learning process. 
2. Teachers should create a supportive environment where 
children can feel safe in expressing and developing their 
own perspectives. 
Attribute 1: Teachers should develop an understanding of how the 
diversity found in the classroom impacts upon the learning process. 
Irma believed a teacher must "want to know what the child 
thinks, what comes from them" (Journal, November 15, 1992), in 
order to create a learning environment suitable for the children in 
the classroom. She needed to know how the content in the lesson 
related to the child. A major part of her philosophy of education 
was: 
To take everything that has to be learned and make it a part of 
you, what can I do as a teacher to show them that this has a 
part of their daily lives, I want them to think about how they 
would deal with situations (Journal, October 6, 1992). 
During a formal observation, even while the lesson was not 
successful in meeting her objectives, Irma was still able to create a 
classroom where the students where allowed to share their beliefs 
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and ideas about the content of the lesson (Observations, February 28, 
1994). 
During the summary interview, Ivy discussed "one of the big 
things that I learned in student teaching was how much you really 
have to adjust the assignments and the lessons for each child" 
(Summary interview, April 28, 1994). She was surprised at the 
different academic and social levels within her classroom 
(Observations, February 23 and March 18, 1994). Some students 
exceeded the objectives in their assigned grade level, while other 
students could not do the those "very basic things" (Summary 
interview, April 28, 1994). She was amazed at how aware the 
children were of the inequities found in education. Quite often a 
child would come up to her and say "he got to do that, why can't I do 
that, that is not fair" (Summary interview, April 28, 1994). 
Attribute 2: Teachers should create a supportive environment where 
children can feel safe in expressing and developing their own 
perspectives. 
Irma described how she attempted to create a supportive 
environment in her fourth grade student teaching classroom 
(Observations, April 12, 1994), where students were given 
"opportunities for them to develop their own ways of how they think 
or how they feel about issues related to different groups" (Summary 
interview, April 25, 1994). She believed her success was tied to her 
ability to "put it out there, we don't have to come to a serious 
consensus here, but we should talk about it" (Summary interview, 
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April 25, 1994). In her student teaching observations, Irma allowed 
the children to express themselves freely about the issues related 
to the lesson (Observations, April 12, 1994). 
During the observations of Abby's second grade student 
teaching classroom, she emphasized discussions which allowed the 
children to discuss their personal experiences as they related to the 
lesson. This environment of openness was developed through a 
positive approach to the children. She stated, "we in our society are 
so afraid to voice our opinion, and to express things we have done" 
(Observations, March 28, 1994). She believed the teacher was 
responsible for the development of the children's communication 
skills. Through communication she believed children will be able to 
relate the lesson to past experiences. For Abby this was vital for 
the development of the child's ability to learn. She wanted her 
children to learn things from each other, which she believed "builds 
a family community feel" (Observations, March 28, 1994). She hoped 
her children left her classroom with "the confidence to talk about 
their feeling and ideas in all ways." (Summary interview, April 22, 
1994) 
While most of the preservice teachers nurtured the students' 
self-esteem, Allison was more involved in presenting facts and 
principles to the children. When observing her in her third grade 
student teaching classroom, she was able to command the respect of 
the children, but did not very often nurture the children's own 
perspectives concerning issues as they related to their lives 
235 
(Observations, February 10 and March 15, 1994). She described an 
incident where she was successful in creating an environment where 
the children discussed their perspectives. 
For women's history I gave the background information and I 
did it to get the kids involved to see what they thought, they 
were not happy because the girls could not vote back then. I 
try to give them something they are interested in, and start 
from there and then we started talking about getting women 
the right to vote. They wanted to know everything, even things 
that were not relevant (Summary interview, April 28, 1994). 
Most of Allison's classroom observations revealed that she taught 
from a teacher-centered perspective. The students worked 
independently with very little interaction among the them, even 
when she had them learning in groups (Observations, February 10 and 
March 15, 1994). 
Programmatic Influences on Evolutions of Orientations 
Prior to student teaching, patterns developed for the evolution 
of the preservice teachers' orientations. These patterns emerged 
from the issues that guided the coursework and the internships for 
each semester. The preservice teachers' orientations were 
clustered around the four stages of development (Fuller, 1969, 
Fuller & Brown, 1975) for an analysis of programmatic influences on 
evolutions of orientations (see Table 8). The preservice teachers 
are clustered according to their developmental level in this area of 
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the study. Preservice teachers in the self stage realistically 
identify with students while only imagining a relationship with the 
cooperating teachers. In the task stage, the preservice teachers are 
interested in survival as teachers, classroom management, and 
mastery of the content. They believe they lack the freedom to 
initiate innovative instructional ideas; they are concerned about the 
nature and quality of instructional materials and if they are 
adequately presenting the material. Preservice teachers in the pre-
impact stage are concerned with the limitations, demands, and 
frustrations of their teaching situation and the entire teaching 
profession. During the impact stage, the preservice teachers are 
interested in the learning, social and emotional needs of the 
students, and their ability to accept the students as individuals. The 
preservice teachers are interested in increasing the students' 
feelings of accomplishment, and challenging unmotivated students 
(Barich, 1992). 
Self stage 
The five preservice teachers Ida, Iris, Tammy, Allison and 
Abby demonstrated similar patterns found in the self stage of 
development. They were concerned about identifying with the 
students in their internships and had distant relationships with 
their cooperating teacher. Ida attempted to identify with her 
students by connecting her past experiences in her home town to her 
experiences with diverse students. 
Table 8 
.Cll!sters of Preservice Teachers by Developmental Stages at the End of Coursework 
Self Stage Task Stage Pre-Impact Stage Impact Stage 
Abby Anna Helen Eve 
Allison Edith Irma Evelyn 
Ida Harriet Linda Hannah 
Iris Ursula Mary Helen 
Tammy Ivy 
t-.) 
w 
-.....) 
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For me coming from small rural southern town, I grew up with 
a lot of prejudice and racial tension. Since I have been here 
listening to my teachers and professors and reading things, I 
really opened my mind to a lot of things, that it is my 
responsibility to help students at a younger age so they will 
not have some of these prejudices and feelings and 
misunderstandings that I had (Summary interview, April 27, 
1994). 
Iris was inclined to bring up issues in her university courses 
that related to her experiences as an African American woman, but 
during her second semester she wrote in her journal that all children 
should experience discrimination. She believed that teachers could 
provide a safe environment for those students that have never 
experienced discrimination. This belief was her method to form a 
connection between her students and herself, especially those 
students who are not African American. 
There are some people that have never experienced any form of 
discrimination in their life. Yet, they may unknowingly 
discriminate against others who appear different from them, 
it is valuable for children to experience this situation together 
(Journal, March 2, 1993). 
Iris consistently related her experiences as an African American 
woman to her professional studies, she believes that teachers could 
provide a safe environment for those students that have "never 
experienced discrimination." This belief is her method to form a 
connection between her students and herself, especially those 
students who are not African American. 
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During Tammy's second internship, she was having difficulty 
linking her perspectives with her cooperating teacher's 
perspectives: 
The teacher told me to go ahead with pairing the students, but 
not put three boys together (they are all Black boys) and to put 
them with a White girl. I did not like the sound of that when I 
heard it, but thinking she knew more about them than me, I 
tried to do that. Well it didn't work out, they did not like who 
they were paired with, they would not work together. The next 
week I walked in the classroom and they are working in groups 
and I asked the teacher what they were doing, and she said 
they are making their own games and are really enjoying it. 
Furthermore, she said it was the strangest thing, she allowed 
the kids to pick their own groups and they were working 
together beautifully, those three boys were working together 
(Summary interview, April 27, 1994). 
Tammy was able to show her cooperating teacher that her method of 
selecting groups was better for these boys, but she never divulged to 
the investigator if this experience strengthened her relationship 
with teacher. 
Throughout the three semesters of coursework and internships, 
Allison said very little about identifying with the students or 
developing a relationship with her cooperating teacher. When she 
described her internship experiences in her journal entries, she 
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focused on limitations as a teacher. Whenever she discussed the 
students it was impersonal and focused on their behavior. 
Descriptions of her cooperating teachers were almost nonexistent in 
her writings, except to describe the types of lessons they taught. In 
the few cases she described the teacher, it was usually in 
noncritical terminology. An example was her description of her 
second cooperating teacher: "The classroom atmosphere in Mrs. A is 
great. The students are encouraged to participate actively. When 
they give answers to problems whether wrong or right they are 
praised for at least trying" (Journal, March 3, 1993). 
As Abby was completing her coursework and internships, her 
perspectives were showing signs of entering the next stage of 
development, task stage. In one of her last assignments for a course 
she wrote, "I think I care mostly about the feelings of my students 
and meeting their needs" (Journal, December, 1993). This statement 
at the end of the third semester demonstrated her need to 
realistically identify with the students, rather than the next stage 
which focuses on survival as a teacher, classroom management, and 
knowledge of the content. 
Task stage 
The four preservice teachers Edith. Ursula, Anna, and Harriet 
demonstrated similar patterns found in the self stage of 
development. These four preservice teachers focused on the 
descriptions in the task stage (Fuller, 1969), classroom management 
and knowledge of the content. Edith wrote in her journal about her 
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perspectives following the reading of The Educatjon of Little Tree, a 
book for one of her university courses. "I have never thought about 
Native Americans being treated badly, this book gives the reader an 
insight of the injustices in society toward many people" (Journal, 
April 27, 1993). Following this experience with the book, she began 
to see how content can influence a child's social understanding. As 
Edith progressed in the program, her experiences in the internships 
solidified her belief that she needed a better grasp of content before 
she taught the information. 
During Anna's second internship, she began to focus on 
exposing students to content that goes beyond their past 
experiences. She described this classroom as being not very diverse 
with the exception of religion "I had Catholics, Jews and 
Protestants" (Summary interview, April 28, 1994). From this 
experience she was able to see how the teacher bridged the religious 
gaps, especially during holiday times. Anna gained the knowledge to 
go beyond religious differences and tackle ethnic and cultural 
differences with the same teaching style as her cooperating teacher. 
One of the themes Ursula discussed throughout the first three 
semesters of the the program was the ability to manage a 
classroom. She was not nervous about not being able to "discipline" 
students. her concern was to manage the students in order to 
maximize their learning and achievement. During her second 
internship she taught a lesson on fishing, a hobby that she enjoys. 
She described this experience as the first time she was able to 
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connect her knowledge of the content and her ability to control a 
class. "I felt when I had control of the class and the attention of the 
students, but never so much as that day, because I knew what I was 
doing and felt completely comfortable in my own skin" (Journal, 
April 3, 1993). 
Harriet wrote that using the community approach in the 
classroom will break down the barriers of prejudice set up by 
society and elevate potential management problems. She said; 
"Bring everybody in to feel like a whole community in your 
classroom, and kids will understand and interact with each other 
who are different outside and not be so judgemental, to teach them 
the values of other cultures "(Journal, September 1, 1993). Harriet 
believed that teachers must be creative in getting students involved 
in learning. It begins when teachers find out about the students' 
personal experiences as it relates to the content. She came to 
realize that "all of these parts are connected, because of what the 
students already know will shape their behaviors" (Journal. 
September 2. 1993). 
Pre-impact stage 
The four preservice teachers Mary, Irma, Linda, and Helen 
demonstrated similar patterns found in pre-impact stage (Fuller & 
Brown. 1975) of development. They were concerned about their own 
frustrations during their internships. because of their inability to 
teach in the manner that they believed benefitted the child. During 
Mary's second internship, the teacher presented her lessons in short 
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lectures explaining the work assignments, which involved going over 
a few examples. Mary wrote in her journal about the children's 
reactions to this type of teaching style, she said, "I look around and 
see extremely tired and discouraged looks from subject to subject" 
(Journal, February 16, 1993). Mary offered an alternative to this 
method of teaching for these third graders, "I was thinking about 
how I could execute centers in a third grade classroom" (Journal, 
March 16, 1993). When the investigator asked her why were centers 
a good method of learning, she said at least this method of teaching 
addresses different learning styles (Summary interview, April 22, 
1994). 
Irma's frustrations stemmed from her observing few teachers 
addressing issues that are important to the student. For example, 
during her third semester she had to discuss her social studies 
experiences as a child. As a child she was already developing a 
multicultural perspective when she started to understand her 
experiences as an African American student and how her heritage 
was generally ignored by most teachers. An example was when she. 
"got older I realized that social studies never talked about anyone 
who looked like me or the place I originated from-Africa" (Journal. 
August 24, 1993). Because of this perspective Irma adopted a belief 
that teachers need to attempt to provide a balanced perspective and 
not leave out certain groups when teaching a lesson (Summary 
interview. April 25, 1994). Irma maintained that a teacher must 
confront the issues that arise when discussing and interacting with 
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different cultures. While she believed this was a correct method in 
dealing with differences, she was concerned that some teachers 
were not qualified to attempt this method. 
Linda rarely demonstrated frustration toward her teaching 
situation, but expressed her frustrations and concerns for the 
amount of responsibility placed on teachers. Her description of a 
child she encountered during the first semester internship 
illustrated an early awareness to the frustrations teachers face. 
The case study boy's mother is a crack user, and they (social 
services) take him or her out of the home all the time, he 
comes to school many times in wet or dirty clothes, because 
he didn't have anywhere to sleep the night before. The school 
watches him very closely, he is very at-risk, and he has a 
learning disability. He is so sweet and tries so hard and 
participates in class, he has the intelligence if he can get 
guidance along the way (Journal, November 15, 1992). 
During the summary interview the investigator asked Linda about 
this experience. She said this is an example of problem that 
frustrates her, especially when she gets her own classroom. She 
expressed nervousness handling children who require this much 
individual attention, when she has a classroom filled with children 
who require her attention. 
Impact staoe 
The five preservice teachers Hannah. Eve, Ivy, Helen, and 
Evelyn demonstrated similar patterns found in the impact stage of 
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development. They were concerned about how the individual needs of 
the child are related to positive learning experiences. As early as 
the first semester in the program, Hannah began to see the 
relationship between the individual needs of the student and ability 
to be a successful learner. She stated that the role of the teacher 
was "to allow for and design activities for diversities in the 
classroom, diversities are among every school child because there is 
not one that learns in exactly the same way as another" (Journal, 
October 5, 1992). 
Eve wrote in her journal about the effect of the book The 
Education of Little Tree had on her own perspectives and how the 
book brought her to an understanding of the negative implications 
for not recognizing the individuality of each student in the 
classroom. She said the book was "one of many stories about one of 
our long lost cultures in the United States, which emphasizes that 
one type of education is not more valuable than another" (Journal, 
April 10. 1993). From this book. Eve described her own experiences 
in the educational system as being an outcast and made to feel 
inferior. 
I have grown up in many different environments and I know 
how Little Tree felt to be taken out of his element. I often 
wonder if the tables were turned, how many of them would 
survive in Little Tree's world. He was taught to be proud, 
respectful, honest, and himself. He grew up with all of the 
wonderful qualities despite all that was pitted against him, 
soon they will wear him down, they will strip him of his pride 
and take away his opportunities to uplift himself, they will 
abuse him and he will retaliate, I know (Journal, April 1 0, 
1993). 
Throughout the professional studies program, Eve applied her 
childhood experiences in school to develop a perspective that 
emphasized the individuality in the child. 
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Ivy's perspective toward the individuality of the child was 
centered on a belief she developed from an encounter with a 
principal who gave a presentation to their group on learning styles. 
She described a lack of realization until this presentation that a 
diverse student population brings into the learning process a 
multitude of ways to learn. 
I never dreamed that some people need to eat or drink as they 
learn, or that other people need to move around or stand up in 
order to concentrate. I didn't think that some people need to be 
alone without anyone around to learn or that some people need 
the immediate presence of the instructor to iearn most 
effectively (Journal, September 10, 1992). 
From this experience Ivy focused on the individual needs of 
ail children. In her concluding journal entry during the third 
semester, she said, "teachers must become aware of the ways the 
children react or behave in class or interact with students or even 
with the teacher" (Journal, November 20. 1993). From this 
knowledge, Ivy believed that the content of the lessons "have to be 
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geared where they (children) come from, and what their experiences 
are at home and that could be ethnic, or can be economic, or the 
stability in the home" (Journal, November 20, 1993). 
Helen expressed her concerns for the individuality of the 
student based on her perspectives toward the learning styles. 
During her second semester she read the book Teacher for a seminar 
session. The book described a teacher's experiences teaching as of 
a non-Maori to the Maori people of New Zealand. Helen used the 
experiences of this teacher's to enhance her own perspectives about 
teaching to a group of diverse students. Helen understood that the 
primary lesson learned from this book was to recognize the diverse 
learning styles in the classroom. 
The teacher must capitalize on that (learning styles), 
recognizing it, working with it, but very often there are some 
transitions that have to be made, the transitions will be a lot 
more productive if the child was not first thrown into a very 
uncomfortable, frustrating situation to begin with (Journal. 
January 26. 1993). 
Evelyn was cognizant of the immediacy of the children's needs, 
while displaying an awareness for creating an atmosphere that 
encourages children's feelings and desires. Later in the semester 
Evelyn discussed her internship experiences during the past three 
semesters. 
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You have to pull from your students in the classroom, that 
gives you a springboard and you can go anywhere from there, if 
I just bring things in that will have little meaning for them, 
and they are never going to see that again in their lives, they 
are not going to be interested, they couldn't care less. I hope I 
give my kids something they need. My children come first, if 
something is not working that I am doing it is not their fault I 
need to change what I am doing and to gear what I am doing for 
what they need. Many times if something isn't working and 
rather than pursue it and get them frustrated and I get 
frustrated, I will throw it out and try it another time in a 
different way. I've learned to be flexible, twenty-three 
individuals with personalities running around the room not 
including the teacher and me and the aid, you have to be very 
flexible. I try to listen and do what I can and I know can't 
meet the needs all the time, but I want to be there for them 
(Journal, November 10, 1993). 
Evelyn's awareness of the learning and social implications when 
teachers acknowledge the children's needs was at level that many 
professional educators have not reached. Her abilities, intellect, 
and understanding of the learning processes exceeded her age and 
experience. 
Student Teaching Contextual Influences on Eyolutjons of 
Orientations 
During the student teaching semester patterns emerged for the 
evolution of the preservice teachers' orientations. These patterns 
emerged from the experiences of practicing theoretical propositions 
discussed in their coursework and experiences within their three 
prior internships. Initially, the preservice teachers were clustered 
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according to their awareness levels. Then the data was analyzed to 
see if the preservice teachers' orientations developed similarly. The 
investigator used the four stages of development (Fuller, 1969, 
Fuller & Brown, 1975) to describe their orientations. For an 
analysis of the developmental levels during student teaching see 
Table 9. 
Self stage 
The four preservice teachers Abby, Irma, Ivy, and Allison 
demonstrated similar patterns found in the self stage of 
development. They were concerned about developing an environment 
in which they would be able to identify with the students in their 
student teaching classrooms. 
Abby's described how she emphasized discussions in her 
second grade student teaching classroom. She believed a focus on 
discussion creates an "open environment" where the teacher and the 
other students can learn their classmates' perspectives. She stated. 
"we in our society are so afraid to voice our opinion. and to express 
things we have done" (Observations, March 28, 1994). She wanted 
her children to learn things from each other, which she believed 
"builds a family community feel" (Observations, March 28, 1994). 
She hoped her children left her classroom with "the confidence to 
talk about their feeling and ideas in all ways" (Summary interview, 
April 22, 1994). 
Irma's perspective toward her students was similar to Abby's. 
Irma described how she created a supportive environment in her 
Table 9 
Q.lusters by Developmental Stages During Student Teaching 
Self Stage Task Stage Pre-Impact Stage Impact Stage 
Abby 
Allison 
Ivy 
I rrna 
Anna 
Eve 
Iris 
Harriet 
Hannah Edith 
Ida Evelyn 
Linda Helen 
Tammy Mary 
Ursula Terry 
N 
VI 
0 
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fourth grade student teaching classroom (Observations, April 12, 
1994). Her students students were given "opportunities for them to 
develop their own ways of how they think or how they feel about 
issues related to different groups" (Summary interview, April 25, 
1994). She believed her success was tied to her ability to "put it 
out there, we don't have to come to a serious consensus here, but we 
should talk about it" (Summary interview, April 25, 1994). During 
her student teaching observations, Irma allowed the children to 
express themselves freely about the issues related to the lesson 
(Observations, April 12, 1994). 
During the summary interview, Ivy discussed "one of the big 
things that I learned in student teaching was how much you really 
have to adjust the assignments and the lessons for each child" 
(Summary interview, April 28, 1994). She was surprised at the 
different academic and social levels within her classroom 
(Observations. February 23 and March 18, 1994). Some students 
exceeded the objectives in their assigned grade level, while other 
students could not do the those "very basic things" (Summary 
interview, April 28, 1994). 
Allison described a lesson in her student teaching classroom 
when she created an environment where the children discussed their 
perspectives. 
For women's history I gave the background information and I 
did it to get the kids involved to see what they thought, they 
were not happy because the girls could not vote back then. I 
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try to give them something they are interested in, and start 
from there and then we started talking about getting women 
the right to vote. They wanted to know everything, even things 
that were not relevant (Summary interview, April 28, 1994). 
Task stage 
While Iris, Eve, Anna, and Harriet demonstrated similar 
perspectives which are attributed to the task stage of development, 
there were differences within their perspectives toward their 
student teaching experience. These four preservice teachers focused 
on what teachers need to do to become successful educators. 
During the summary interview, the investigator asked Iris to 
comment on a statement she made in her second semester regarding 
the teaching process. She described teaching as encompassing 
"student cognitions, teacher knowledge, and teacher beliefs" 
(Journal, February 9, 1993). When the investigator asked Iris if she 
agreed with this statement upon completion of her student teaching, 
she stated: 
The teacher is the foundation of a student's knowledge and 
learning experiences. The teacher is responsible for providing 
the knowledge for the students to learn. The teacher takes 
this knowledge and builds the information into the minds of 
children and is the constant support system for children 
(Summary interview, April 25, 1994). 
Iris' perspective of teaching, that the teacher must master the 
content in order to educate her students, contrasts to Eve's 
perspective about the teaching process. 
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Eve's emphasis in her student teaching classroom was to 
develop the students' confidence in expressing their perspectives. 
Eve believed when students develop the confidence to express their 
perspective they will be more incline to become interested in 
learning the content. The investigator observed during several 
student teaching observations, that Eve was building an environment 
for success. She never made any child in the classroom feel like a 
failure when they got things wrong and her lessons were 
developmentally appropriate (Observations, March 17 and April 14, 
1994). For example, the investigator observed a lesson on mobiles, 
where Eve displayed both physical and verbal expressions of warmth. 
It did not matter if a child was correct or not, she would still give a 
hug. When she needed something from a child she would always 
start out by saying please and finishing the statement by saying 
thank-you, and usually adding a smile (Observations, April 17, 1994). 
She described these actions. because "all children need to be treated 
fairly and with respect ... which increases their levels of self-
esteem" (Summary interview, April 25, 1994). 
Anna's perspective toward the students was similar to Eve's, 
but her approach to building the students' confidence was different. 
Cooperative learning was constantly used in her student teaching 
classroom (Observations. March 2 and April 18, 1994). In the 
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summary interview, she was asked why she used cooperative groups. 
She said, 
learning to work with someone else, being able to give and 
take and not just being the taker or giver all the time, also 
want children to be comfortable in the classroom and not ever 
feel like they are put on the spot (Summary interview, April 
28, 1994). 
She went on to say that many times when diverse children work in 
groups or with a partner, "they are less likely to feel like a failure, 
plus there are some children that can't really do their own work and 
need to be with someone else to help" (Summary interview, April 28, 
1994). 
When the investigator asked Harriet to describe what she 
learned from her student teaching experience, her focus was on 
classroom management. She discussed how her student teaching 
experience taught her that the success of all students was 
intertwined with the teacher's ability to provide an open and safe 
atmosphere where the children could express their feelings and 
opinions. She believed children must being given opportunities to 
express themselves. but could not elaborate on how teachers can 
achieve this. She said teachers need to be "making sure that 
everybody keeps and open mind on variety of things" (Summary 
interview, April 28, 1994). 
Pre-imoact stage 
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The five preservice teachers Hannah, Ida, Tammy, Ursula, and 
Linda demonstrated similar patterns found in pre-impact stage 
(Fuller & Brown, 1975) of development. They were concerned about 
their own frustrations during their student teaching, because of 
their inability to teach in the manner that they believed benefitted 
the child. 
When the investigator asked Hannah what she learned from her 
student teaching experience she described being frustrated by all 
expectations put on teachers and the educational system's 
perpetuation of inequality among the students. For example, she 
said in her classroom there were "eight Chapter-One children all are 
Black, that has to do with socioeconomic conditions, and all the 
White kids come from the wealthy part of the city" (Summary 
interview, April 29, 1994). She said "one White boy who has some 
fine motor skill problems (hard time writing), but his mother doesn't 
want him in resource classes" (Summary interview, April 29, 1994). 
By this statement, Hannah alluded to a common perception that 
resource classes generally contained minority and lower 
socioeconomic children. 
Ida also described the diversity in her classroom and how at 
times the educational system does not help teachers deal with 
demands that stem from working with a diverse population. It 
became her perspective that it was the responsibility of the teacher 
to help the children understand the diverse nature of our society and 
"that it is not good or bad, but it is just different "(Summary 
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interview, April 27, 1994). She said almost half the children came 
out of the same type of family, mother and siblings. 
The other half live with grandparents and not mom and dad. I 
noticed a lot don't have the support, they don't have the time 
for things, I noticed a lot of the children that live with 
grandparents, aunts or uncles, or just live with mom, they are 
real shy or real quiet or want a lot of attention all the time 
and try to be the class clown. I have seventeen students, 
fourteen Black children and three White children (Summary 
interview, April 27, 1994}. 
She learned that to deal with diverse nature of the classroom she 
encouraged the children to express their own perspectives. 
Students learn a lot from each other, they learn a lot from me, 
most importantly we all learn from watching other people 
whether teachers or other students. I have always liked 
discussions, I like having an open ended atmosphere. everyone 
can say what they want, they can express what they think or 
how they feel. I don't like getting up in front of the class and 
lecture, I like to ask questions to see what they (children) 
know and then I come up with what the concept means 
(Summary interview, April 27, 1994). 
Linda described her student teachmg classroom by the race of 
the children, "nineteen students, six are White and thirteen are 
Black" (Summary interview, April 27, 1994). Their economic status 
was "from the top to the bottom. a real wide range" (Summary 
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interview, April 27, 1994). They came from different family 
situations with a majority coming from single parents homes. Some 
of the children lived with their grandparents or aunts, and had no 
contact with their parents. She continued by describing their ability 
levels: 
I have one child that reads probably fifth or sixth grade level 
who goes to AG (Academically Gifted, four who are probably 
behind him, ten Chapter One children. For many of the children 
their social skills are behind, most are immature for their age 
level (Summary interview, April 27, 1994). 
Impact stage 
The five preservice teachers Edith, Mary, Helen, Terry, and 
Evelyn demonstrated similar pattmns found in impact stage of 
development. They were concerned about how the individual needs of 
the child are related to positive learning experiences. 
Following a formal observation, Edith described how the 
experiences during her student teaching had impacted upon her 
understanding of the complexities of a diverse classroom. The 
stories that many of the children would tell her about their lives 
outside of school would often shock and sadden her (Observations, 
March 23, 1994). During the summary interview she elaborated on 
her experiences, she believed that these stories helped her better 
understand why certain children would come to school not ready to 
learn. 
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Some of the stories they tell me, gosh, you saw that right in 
front of your house, I really felt sorry for the children. I 
would be horrified if my daughter had seen things like that. 
(How they tell it to you?) It is matter of factly, like no big 
thing it just happtSiit:O. i want to hug them all, I think about it 
a lot at home, it nothing that you can get away from (Summary 
interview, April 26, 1994). 
While observing Edith in the student teaching classroom, the 
investigator observed her emphasizing that the social atmosphere 
was an important part to the development of the children's ability to 
learn. Many of her lessons were designed for the children to work 
together to accomplish the purpose of the lesson. To encourage the 
students, Edith made comments like: "excellent ... wonderful . . . 
good for you". Each child was recognized when they did something 
that was part of the lesson or participated in a positive manner. 
Most of her lessons involved the children working together in small 
or large groups (Observations, March 23, 1994). During the summary 
interview, Edith described her method of teaching. 
When I was in school a lot of things that I have feelings about, 
I try not to promote out again with these kids. When I was 
going to school it was all lecture, individual work, sometimes 
I would get frustrated and watching someone else do it to 
understand what they are doing and then do it. You are behind 
at that point because you have watched someone else do it and 
then do it yourself and what is the whole purpose of doing it 
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anyway. The way I approach teaching is still learning it is 
just easier and saves time. The noise doesn't bother me as 
much if I know we are talking about the lesson, a lot times I 
tell them to be quiet, but I think they need to be able to talk, 
and it cuts down on discipline problems, and gets them to 
listen when you want them to listen (Sl_.lmmary interview, 
April 26, 1994). 
Mary believed the way to create a multicultural environment 
was to develop a sense of respect in the classroom. Teachers must 
expose children to all different cultures. Her experiences in the 
student teaching classroom made her aware that this exposure 
should not be done in a "blatant manner by saying these are our 
differences and similarities, but allow those differences and 
similarities to be exposed in a subtle manner" (Summary interview, 
March 22, 1994). During the classroom observations, Mary selected 
materials that allowed the children to express their personal 
feelings concerning the content of the lesson. For example. during a 
science lesson the students had a discussion about a book Mary read 
to the class. During the observation, it was noted that she 
encouraged the children to express their own ideas and beliefs about 
the story. She told the investigator that she frequently has class 
discussions to let the other children learn about different 
perspectives and experiences of their peers (Observations. March 31. 
1994). 
Helen believed the most important thing in teaching was to 
create a "social atmosphere where kids feel comfortable expressing 
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their ideas" (Summary interview, April 26, 1994). This was evident 
in her lessons, where the students were not afraid to express their 
own perspectives. During a science lesson she provided several 
opportunities to allow for this expression both in independent work 
and cooperative groups. For example, many of her lessons used 
materials or ideas that the children could relate to, which she 
believed encouraged their interest and participation in the lesson. 
The children were encouraged to help each other rather than compete 
to see who could get the correct answer. She also was positive in 
her approaches with the children. For example, she used phrases 
like; "A+ job" and "super" throughout the lesson. For one shy boy who 
said in a quiet voice the correct answer she ran up to him and said: 
"give that man a hand" and for another child she ran up to her and 
said: "give me five" after a correct answer (Observations, March 30, 
1994). 
One incident stands out as her ability to create safe and caring 
environment for learning. After a difficult concept was introduced 
and discussed concerning a short story that the entire class read, 
she just stopped in the middle of the discussion and said: "you guys 
are doing a great job in your thinking". This comment brought smiles 
to the children's faces and a few nodded in agreement. It was 
consistently observed during her lessons that the students were 
provided a safe environment to express their feelings without being 
criticized by Helen or the other students (Observations March 8 and 
April 10, 1994). 
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Terry believed materials must help the children understand 
that people were not alike. She emphasized that even if you teach in 
environment where there was only one ethnic culture, it was the 
teacher's responsibility to discuss and expose the children to 
different perspectives in the classroom (Summary interview, March 
22, 1994). During her lessons she encouraged students to bring their 
personal experiences in the discussion (Observations, March 2 and 
April 5, 1994). 
During the summary interview, Evelyn described the children in 
her second grade student teaching classroom in a variety of terms. 
Her experiences had led her to the perspective that teachers must 
understand the complexities found in the classroom in order for the 
teacher to create an environment conducive to learning. 
It's a blend of just about equal number of Black and White 
students, and then we have a lot of interracial or multiracial 
students, a lot of children who are doing what is expected of 
them and doing well and they are going to go to third grade and 
do fine. Then there are three or four, let them succeed. let 
something good happen to them today, let them go home and 
somebody hugs them and takes care of them. There are five or 
six who could be the next president of the United States, as 
long as they keep that enthusiasm up. My concern is at home. 
if some of my children had stable homes, any kind of home not 
necessarily mom, dad, brother and sister, a dog. a cat. and a 
house, but just stability. Somebody to help them with their 
homework at night, stay at the same place everyday. I think 
we would see less on the low end and more in the middle and 
high (Summary interview, April 22. 1994). 
From this description she began to ask her self a series of 
questions regarding her student teaching classroom. She stated: 
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do I separate myself from other ethnic groups, do I purposely 
seek out people of my own background, do I call on all White 
children over Black children, do I call on boys more than girls, 
am I setting up an environment that segregate students from 
each other, do I have one group of children that I have different 
expectations from another group of children, simple because of 
their race or their sex or their background (Summary 
interview, April 22, 1994). 
Evelyn believed her experiences in student teaching made her 
aware that she "can't ignore where my students come from, and 
studying about different groups, Women's History or Black History 
should not be one day occurrences but should be a natural part of the 
curriculum" (Summary interview, April 22. 1994). 
Summary 
The purpose of this study was to explore how elementary 
preservice teachers develop their multicultural education 
perspectives during their professional studies experience. This 
chapter profiled each preservice teacher on the team. The profiles 
consisted of background information, the levels of multicultural 
education awareness related to the study, stages of development for 
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each area of study, evolution of orientations by levels of awareness, 
and evolutions of orientations by stages of development. 
An analysis across preservice teachers followed the profile 
section. The first part was an analysis by levels and research areas. 
This was accomplished by subdividing each awareness level into 
three areas of the study. Following each area were a list of the 
attributes which were analyzed based on the indicators that 
described the perspectives of the preservice teachers. Within the 
analysis are the perspectives generated from the multiple data 
sources. The second part was an analysis of the programmatic 
influences on evolutions of orientations. Prior to student teaching, 
patterns developed for the evolution of the preservice teachers' 
orientations. These patterns emerged from the issues that guided 
the coursework and the internships for each semester. The third 
part was an analysis of the student teaching contextual influences 
on evolutions of orientations. During the student teaching semester 
patterns emerged for the evolution of the preservice teachers' 
orientations. Initially, the preservice teachers were clustered 
according to their awareness levels. Then the data was analyzed to 
see if the preservice teachers' orientations similarly developed. The 
investigator used the four stages of development (Fuller, 1969, 
Fuller & Brown, 1975) to describe the preservice teachers' 
orientations. 
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The next chapter presents findings of this study, implications 
for teacher education, recommendations for further research, and 
concluding remarks. 
CHAPTERV 
CONCWSIONS 
The purpose of this study was to explore how elementary 
preservice teachers develop their multicultural education 
perspectives. This study examined (a) preservice elementary 
teachers' perspectives (beliefs, attitudes, and values) toward 
multicultural education as they completed their final year of 
professional coursework and internships; (b) how the preservice 
teachers characterized the evolution of their multicultural 
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education perspectives during their professional studies program; 
and (c) how preservice elementary teachers connected multicultural 
education perspectives with classroom practices during their 
student teacnmg semester. The 1nvestigamr explored the preservice 
eiementary teachers' reflections on their perspectives through 
formal and informal interviews. analysis of archival data. 
multicultural education inventories. and participant/observer field 
notes. 
The study was gu1aed by the belief :hat multicultural 
education empowers ail students through teaching and learnmg by 
validating their experiences and identities througn the nurturing 
aspects of cultural pluralism. Cultural pluralism oromotes equality 
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immerse themselves in interdisciplinary curricula whose aim is to 
change ethnic, racial, and social class attitudes to become sensitive 
to cultural differences (Cristo!, Hoover & Oliver, 1994). 
The predominant assumption of this study was that 
multicultural education offers teachers a philosophy to guide them 
in discovering the unique capabilities of each student in their 
classroom. This discovery process provides a means for teachers to 
develop an equitable education for all their students. This chapter 
presents findings from the investigation, implications for teacher 
education, and recommendations for further research. 
Findings 
Three major findings concerning preservice teachers 
development of multicultural education perspectives emerged from 
this study; 
(1) Preservice teachers demonstrated different levels of 
:nulticultural awareness. 
(2) Preservice teachers experienced different stages of 
development as their multicultural education 
perspectives evolve. 
!3) Preserv1ce teachers' ethnic and cultural identities 
:nfluencea the evolution of their multicultural eaucation 
perspectives. 
In the first finding, preservice teachers demonstrated 
different levels of multicultural awareness. the investigator 
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identified five of the preservice teachers as having both a high and 
medium-high ability to articulate and demonstrate their 
multicultural education perspectives proximate to Gay's set of 
competencies. Their perspectives toward multicultural education 
were evident in both theory and practice. The preservice teachers 
displayed their theoretical perspectives in their journal entries, and 
the formal and informal interviews. It was during their classroom 
observations that the preservice teachers displayed their abilities 
to connect their perspectives to their teaching practices and 
interactions with students in a school setting. 
Early in the professional studies program this group of 
preservice teachers recognized that the students in their internship 
classrooms were not a homogeneous group of people, but a group of 
individuals with unique abilities and backgrounds. These preservice 
teachers recognized that individuality affected each child's level of 
achievement in the educational setting. 
The h1gh ana meaium-high level aoility preserv1ce teacners 
came to realize. at the end of the professional studies program. that 
multicultural education was not a single occurrence developed in a 
unit or lesson. but an integrated philosophy of the classroom and 
school's cumculum. To msure an integrated philosophy these 
preservice teachers understood that a successful multicultural 
educator must understand every student's learning, social. and 
emotional needs (Barich. 1992). They demonstrated ways that 
multicultural educator's must understand multicultural practices 
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and information to function successfully in a multicultural society 
(Sullivant, 1993). For example, these preservice teachers believed 
that teachers must maintain a sense of respect for all children 
regardless of their ethnic identity and cognizant toward the 
differences found in classroom at all times, especially during the 
planning stages of a lesson or unit. To know the complex nature of 
the individual child the preservice teachers had to focus on the 
behavioral and non-behavioral phenomena within the classroom 
(Goodenough, 1981 ). 
These high and medium-high level preservice teachers' 
believed a teacher's perspective must continually evolve to keep 
pace with the constant changes in society or face the possibility of 
stagnancy. They observed, discussed, and incorporated the ethnic 
and cultural differences in the classroom to the learning processes. 
These applications suggest they will demonstrate the kinds of 
evolving propriospects that Goodenough (1981) has advocated. As he 
suggested. a static propriosoect runs counter to the primary goal of 
multicultural education. which is for teachers to be aware of the 
continually changing ethnic and cultural differences of all children 
to insure their achievement and success in the educational setting. 
The investigator identified another group of preservice 
teachers whose perspectives reoresentea a medium or medium-low 
awareness level as they completed their final semester of 
coursework and internships. When this group of preservice teachers 
complete~ their student teaching semester. the investigator 
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identified their abilities to connect their perspectives with 
classroom practices as high or medium-high level. This group of 
preservice teachers connected their multicultural education 
perspectives with their teaching practices during their student 
teaching semester. They developed a multicultural learning 
environment by presenting different perspectives, created a 
supportive learning environment, where students were able to freely 
express their own perspectives, and provided a variety of teaching 
methods to target the various learning styles. 
These preservice teachers had more difficulty articulating 
their multicultural education perspectives than the previous group. 
This was evident in their journal entries and interviews. Their 
journal entries were written in broad terms and they never 
expounded on their specific beliefs, attitudes and values. During the 
interviews, the preservice teachers presented their multicultural 
education perspectives in generalities. When this group of 
preservice teachers interacted with students in actual teaching 
situations however. they demonstrated the ability to connect their 
multicultural perspectives with teaching practices. 
During the student teaching semester, these preservice 
teachers began to reconstruct their own ideas and teachmg 
practices on how to teach to this diverse group of children. They 
saw the connection between the educational success of children and 
teacher recognition of the ethnic and cultural identity of children. 
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These preservice teachers articulated the importance of developing 
a strong multicultural education perspective. 
A third group of preservice teachers fluctuated in their levels 
of awareness depending upon how and when they presented their 
perspectives in the study. This group was subdivided into two 
subgroups of preservice teachers whose levels were different for 
each area of the study. One subgroup seemed to have a high level of 
awareness, based on their journal writings. When the investigator 
asked these preservice teachers to describe the evolution of their 
perspectives, however, they had a difficult time. Their inability to 
present meaningful descriptions of the evolution of their 
perspectives shifted the three preservice teachers to lower level 
groups. When they could practice their perspectives during the 
student semester, they shifted to a higher level. 
Another subgroup showed a high awareness level when writing 
or verbally articulating their multicultural education perspectives. 
Their concepts of the culture of the classroom were based on 
university classroom experiences rather than their teaching 
experiences. They understood the classroom culture as "consisting 
of standards for deciding what is. standards for deciding what can 
be. standards for deciding how one feels about it. standaras for 
deciding what to do about it" (Goodenough. 1963. pp. 258-259). but 
had difficulties developing the "standards for deciding how to go 
about it" (pp. 258-259). When they attempted to connect their 
perspectives with classroom practices during their student teaching 
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semester they exhibited a lower awareness level. While these 
preservice teachers presented articulate responses in their journals 
and interviews, their teaching abilities lagged behind many of their 
peers. During the several classroom observations throughout their 
professional studies, this group of preservice teachers required 
more individual assistance and support for their teaching abilities 
when compared to the other preservice teachers in the study. 
The preservice teachers in this group believed their 
difficulties in practicing their multicultural perspectives, 
especially during their student teaching semester, stemmed from 
the reluctance of the cooperating teacher to use a multicultural 
perspective in the classroom. Throughout the data collection portion 
of the study, these pre service teachers complained about the 
difficulty developing a professional relationship with their 
cooperating teacher. They believed their cooperating teacher never 
accepted them as an equal partner in the classroom and viewed them 
as inexperienced novice teachers. 
The difference in awareness levels supports Moore and Reeves-
Kazelskis (1992) belief that teacher educators must become aware 
of the preservice teachers' cognitive and ethical developmental 
levels to achieve cnange in the preservice teachers' perspectives. 
This leads to the second major finding, preservice teachers w1ll 
experience different stages of deveiopment as their multicultural 
education perspectives evolve. According to Moore and Reeves-
Kazelskis (1992), instruction must be carefully planned and 
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implemented according to the developmental levels of the preservice 
teachers. Moore and Reeves-Kazelskis' findings indicate that the 
cognitive and developmental levels are significant factors in 
detecting change in one's multicultural perspective. Teacher 
educators who are cognizant of the developmental levels of the 
preservice teachers in their professional studies program will 
produce preservice teachers with a variety of multicultural 
education perspectives. 
In this study, the preservice teachers were categorized by 
Fuller's (1969) four stages of development. According to Fuller the 
transformation from students to professional educators involves a 
series of stages. The preservice teachers in the self stage 
identified with students, while only imagining a relationship with 
the cooperating teachers. Those preservice teachers in the task 
stage understood student teaching to be an experience of survival as 
teachers, developing classroom management skills, and mastering 
the content. The preservice teachers' identified in the pre-impact 
stage were concerned about the limitations. demands. and 
frustrations of their teaching situation and the entire teaching 
profession. In the final impact stage. the preservice teachers were 
interested in the learning, soc1a1 and emotional needs of the 
students. and the1r ability to accept the students as individuals. 
While Fuller's model provides thorough descriptions when 
analyzing the development of preservice teachers' practical 
applications in classroom settings. it ignores the theoretical 
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development of preservice teachers. For example, several 
preservice teachers developed a sophisticated understanding of what 
is needed to become a successful multicultural educator, but were 
unable to successfully apply their beliefs during student teaching. 
This developmental regression from the university classroom to the 
elementary classroom is absent from Fuller's model. Therefore, the 
investigator was limited when describing the preservice teachers 
development. 
The differences in awareness and developmental levels among 
the preservice teacher leads to the third finding of the study, 
preservice teachers' ethnic and cultural identities wiii influence 
the levels of their multicultural education perspectives. 
Goodenough's (1981) contention that to understand the concept of 
culture one must go beyond the content of language and "take account 
of the entire range of phenomena-behavioral and non-behavioral 
alike-that enter into human experience and that are the subject 
matter of learning" ( 1981. p. 61). This study utilized Goodenough's 
concept of culture as the means to understand the program's 
influences upon the preservice teachers' multicultural perspectives. 
The investigator focused on the language and behaviors of the 
preservice teachers dunng the program. and how the preservice 
teachers understood the impact their own cultural and ethnic 
identities had on their level of multicultural awareness. While each 
preservice teacher did experience a variety of multicultural 
phenomena during the program. their oropriospects did not 
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necessarily change from the time of their entrance into the program. 
Several preservice teachers did not demonstrate a higher degree of 
multicultural awareness after they completed the program. 
Reiff and Cannella (1992) suggested that preservice teachers 
need a broad view of society and curriculum to increase their 
multicultural awareness levels through the exposure to students 
from other cultures and structured supervision. While the findings 
from this study concurred with Reiff and Cannella's belief, this 
study also indicates the belief that being exposed to cultural 
differences and having structured supervision does not necessarily 
mean all preservice teachers' awareness levels will increase. 
lmpljcatjons for Teacher Educatjon 
This study revealed that early, consistent, and prolonged 
exposure to multicultural education issues will effect the 
multicultural awareness levels of most preservice teachers as they 
develop their multicultural perspectives. This study partially 
supports Grottkau and Mays'(1989), and Grant's (1981) beliefs that 
prolonged and consistent exposure to multicultural education is a 
necessity in order for change m awareness levels to occur. While 
each preservice teacher experienced prolonged and consistent 
exposure to multicultural education over the two years in this study. 
the effects of this exposure varied. Some of the preservice 
teachers' awareness levels increased as they progressed through the 
professional studies program, while others increased only 
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marginally. Therefore, one cannot say exposure to multicultural 
education throughout a professional studies program will cause 
every preservice teacher to become highly competent multicultural 
educators 
Previous studies (Campbell & Farrell, 1985; Garcia & Pugh 
1992; Justiz & Darling, 1980; Tiedt & Tiedt, 1986) suggested that 
exposing preservice teachers early and consistently to multicultural 
issues in a professional studies program will positively affect 
preservice teachers in their interactions with students in the 
classroom. Examples of interactions are classroom materials, 
topics for classroom discussions, and parents or guardians. The 
findings from this study reinforce this belief. 
This study· also illustrated how the preservice teachers' 
culture and ethnic identities influenced their decisions throughout 
their professional studies. The investigator offers two suggestions 
for strengthening multicultural teacher education programs. The 
first. design courses to address the importance of ethnic and 
cultural identity in the educational setting using a set of standards 
preservice teachers' need to attain to become competent 
multicultural educators. These courses must focus on helping 
preserv1ce recognize their own ethnic and cultural iaent1t1es and 
how the1r Identities influence their interactions with students. 
Also. these courses should focus on the development of 
multicultural methodologies used in an educational setting. A 
second suggestion is for teacher education programs to incorporate 
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a multicultural philosophy within established education courses. All 
faculty members must make a sincere commitment to the 
incorporation of these multicultural competencies within their 
courses. If the incorporation is not sincere the preservice teachers 
will perceive multicu!!:.:ral education as another theory espoused, 
but not practiced in the classroom. 
Another implication for teacher education from this study is 
the availability of authentic examples. As other preservice teachers 
and equity, and incorporates a process for social justice. 
Multicultural educators must undergo preparation for the teaching 
profession they will have access to the findings from this study to 
compare to their own developing multicultural perspectives. Also, 
cooperating teachers who are beginning the process of incorporating 
a multicultural perspective into their own educational philosophy 
would benefit from the examples described in this study. This 
ability to compare with other teachers will facilitate in making 
informed decis1ons regarding their own multicultural perspectives. 
Recommendations for Further Research 
Four recommendations concerning further research are offered 
from this study; 
( 1) A follow-up study w1th these same pre service Ieachers 
as they enter the profession: 
(2) the incorporation of the cooperating teachers into 
further studies: 
(3) involving the elementary students in the study of 
classroom dynamics; and 
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(4) a comparative study with other professional studies 
programs which emphasizes multicultural education in 
their programs 
A follow-up study with these same preservice teachers as 
they enter the profession as teachers would yield information for 
the long-term effects of the program upon their multicultural 
education perspectives. Such a study would investigate if 
multicultural education has remained an important part in their 
teaching practices and perspectives. As full-time professional 
teachers, they are under new restrictions dictated by a different set 
of leaders who may or may not have the same multicultural 
interests as the teacher educators at the university. Teacher 
educators need to understand the impact of a professional studies 
program has upon a teacher's educational perspectives once the 
preservice :eachers leave the controlled environment of a 
professional studies program. The findings from a foilow-up study 
provides information for teacher educators to refine their 
professional studies program to meet the needs of future educators 
and educational systems. 
Future studies should include the perspectives of the 
cooperating teachers. The incorporation of the cooperating teachers 
into a study would provide several unexplored factors of 
multicultural teacher education. The first factor is to understand 
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the impact of the cooperating teachers' multicultural education 
perspectives on the preservice teachers' multicultural perspectives. 
A second factor is the cooperating teachers' perspectives toward the 
preservice teachers' abilities in the classroom. A third factor is the 
cooperating teachers' perspective toward the professional studies 
program. The findings from this kind of study would help teacher 
educators refine the role of the cooperating teacher in a 
professional studies program. 
A third recommendation is to study the impact of the 
elementary students in the internship and student teaching 
classrooms. By incorporating the voices and actions of the children 
in the internship and student teaching classrooms, the investigator 
would be able to see the effects of the preservice perspectives on 
the learning process. Incorporating the voices of the children 
provides a "thicker description" of the connection of perspectives to 
classroom practices. 
A fourth recommendation is a comparative study with another 
university which emphasizes multicultural education in their 
teacher education program. By comparing similar programs the 
investigator would discover the unique qualities found in 
multicultural teacher education programs. Also. ~he finaings from 
the study would provide information for teacher education programs 
who are restructuring their programs to become multicultural. The 
study would benefit the teacher education community by providing 
ms1ghts into successful multicultural teacher education programs. 
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C!osjng Remarks 
The investigator believes this study served two purposes. One 
purpose was to confirm the belief that multicultural education is a 
necessary direction all education systems must embrace. 
Multicultural education is a complex philosophy that must be first 
understood before integrating it into an educational system. Second, 
the investigator believes that the findings have broader implications 
than the specific development of multicultural education 
perspectives. The findings suggest that developing preservice 
teachers' perspectives are an intricate undertaking, which involves 
more than coursework and internships. Perspective development is 
an evolutionary process that involves the developmental, ethnic, and 
cultural identities of the person. Therefore, the investigator 
believes it is the moral obligation of teacher educators to 
understand the developmental and multicultural characteristics of 
the preservice teachers they are educating, because of the impact 
that these future teachers will have on today's and tomorrow's 
children. 
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Fall 1993 
UNCG Professional Development Schools 
INTERNSHIP GUIDELINES 
The Professional Development Schools program provides a series of systematic field 
experiences over a two-year (4 semester) period. 
PSS 350 
PSS 375 
?SS 400 
=ss ..:61 
FIRST SEMESTER JUNIORS 
• Work with individual students and small groups. 
• Get acquainted with the instructional program and activities in an elementary 
or middle grade classroom. 
• Become familiar with classroom management techniques and strategies. 
• Direct or teach a whole class activity or lesson. 
• Complete methods course and seminar and requirements. 
SECOND SEMESTER JUNIORS 
• Work with individual students · or small groups including planning activities 
for both. · 
• Become more familiar with and actively participate in daily routines of the 
class. 
• Become aware of different teaching styles and classroom management 
techniques and strategies. 
- Recognize various activities assumed by teacher in addition to classroom 
instruction. 
• Increase experience in working with the whole group. 
- Complete methods course requirements. 
RRST SEMESTEB SENIORS 
- Continue individual and small group instruction incluoing 
p!annmg,imptemenung ana E'Ja:uating remeaial ana ennchmem 
activities. 
- Increase experience in planning, implementing and evaluating 
instructional activities for the whole class. 
- Participate when possible in non-instructional activities such as 
school-based assessment committee or staff development 
activities. 
- Com::::ete methods cc~rse and seminar reauirements. 
s=cG;c S=:JEST:.::; SE::'iiC:=.S 
r~il t :-:-:e s:ucent :e:=.::-:::-:g :cr ~ 5 week semes:er. 
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INTERNSHIP SCHEDULE 
The internships include 1 0 hours per week, across the semester in a Professional Development 
School. Significant dates during the internships are: 
August 23 
August 30 
October 9 
October 18,19 
December3 
Decembers 
December 8 
TIME LOG 
PSS 350 students begin dass on campus. 
Global Studies Interns start in their classroom 
UNCG Children's Festival (1 0:00 a.m.-3:00 p.m.) or 
( Ra.ln date Sunday 1 :00 p.m.-5:00 p.m.) 
UNCG Fall Break. Interns do not report to PDS sites. 
Last day at PDS site. 
Student. Teaching Workshop, 8:00-3:00 
Career Planning and Placement Workshop, Seminar wrap-
up, 8:00-11:30 
A Time log (attached) is to be maintained by each intern and kept in a folder by the PDS Faculty 
member. The intern will record histher arrival and departure time. and the PDS Faculty 
member will initial each entry. 
INTERN'S RESPONSIBILITIES 
, . Mamtain the Time Log . a:l internsnip hours 'NUl be completed. Absences will not be 
permitted except tor illness (to be documentecl or an emergency. In either situatton. the 
intern must nouiy the PDS i=acutty member cr:or to the hour wnen tne intern is ::l recort :c 
:he classroom. All absences must ce ·maoe uo·· at another t1me as determmed 1n 
co:!aboration with the PDS i=aculty member. If a:1 1n:ernship is not completed by the ena ci 
the semester. an "I" ·.v1il be g1ven in PSS 375.'450. and the UniversJty policy for 
:nc::::mo!ete grades w1tl te 1mo1emented. 
=8 2n ·.:::c::ve · ;::rt:c:cai<t ::1 :j;e mternsn:o -=xoer1ence. 7'i':is w1JI tnvot·;e ac::·:e 
coservaaon (e.g . .:::nswen:;g s:uce:n:s· oues::c:;s ana assisting the teacnen at the oeginn:r.'-= :: 
:he exoenence. progress:;;g :o ass:s:ing ·.-;:tn r;-:ore of the instruc::onal acuvu:es early ::l 
:he semester. 
::ess a:propn.::::e< ::r :~e ::o:err:snio set:::;:; .. :oterr.s are assum:ng a ;:::rotess;or.al ro1e. 
_. ..;sK :or r:e!p wnen r.ee:cec. ::.;t p:an aneaa so rec:.:es:s are not :nvas1ve to c:ass ana teacner 
::me. 
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PDS FACULTY MEMBERS' RESPONSIBILITIES 
1 • Provide the intern with an opponunity to complete internship and methods courss 
requirements. 
2. Consult with the University Supervisor concerning the intern's progress. 
3. Provide informal evaluative information to the intern concerning his/her progress. 
4. Assist with monitoring the intern's attendance by initialing the Time Log. 
5. Complete a written confidential evaluation of the intern. {Turned in at the end of semester in 
a sealed envelope along with time log). 
UNIVERSITY SUPERVISORS' RESPONSIBILITIES 
1 • Meet with the Principal and the PDS Faculty members in the school prior to the stan of the 
internship experience to discuss requirements and answer questions concerning the 
experience. 
2. Supervisor/graduate assistant will consult weekly with the PDS Faculty member. 
3. Act as liaison for the interns and PDS Faculty members throughout the internship 
experience. 
~. Complete informal observations cf each intern during the internsnio and provide ongoing 
evaluative feeobacK ana asststance related to the acttvities ooservea. 
~. Complete one wntten ooservatton ci eacn intern ana evaluate nis;ner pro~ress. 
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TEACHER RATING FORM: FIELD-SENSITIVE AND FIELD INDEPENDENT 
OBSERVABLE BEHAVIORS(Ramirez & Castaneda, 1974) 
Teacher: ------------------- Grade: 
School: ___ _ 
Date:. __ _ 
Observer: 
Rating Scale: 1 = Not True 2= Seldom True 3= Sometimes True 
4= Often True 5= Almost Always True 
FIELD-INDEPENDENT 
OBSERVABLE BEHAVIORS 
PERSONAL BEHAVIORS 
1. Maintains formal relationships with 
students. 
2. Centers attentions on instructional 
objectives: gives social atmosphere 
secondary importance. 
FREQUENCY 
2 3 4 
2 3 4 
5 
5 
Comments: _____________________ _ 
INSTRUCTIONAL BEHAVIORS 
3. Encourages independent student 
achievement. 2 3 4 5 
4. Encourages competition between 
students. 2 3 4 5 
5. Adopts a consultant role. 2 3 4 5 
6. Encourages trial and error learning. 2 3 4 5 
7. Encourages task orientation. 2 3 4 5 
Comments: 
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CURRICULUM RELATED BEHAVIORS 
8. Focuses on details of curriculum 
materials. 2 3 4 5 
9. Focuses on facts and principles; 
encourages using novel approaches to 
problem solving. 2 3 4 5 
1 0. Relies on graphs, charts and formulas 2 3 4 5 
11. Emphasizes inductive learning and 
discovery approach. 2 3 4 5 
Comments: 
FIELD-SENSITIVE 
OBSERVABLE BEHAVIORS FREQUENCY 
PERSONAL BEHAVIORS 
12. Displays physical and verbal expressions 
of approval and warmth. 2 3 4 5 
13. Uses personalized rewards which 
strengthen the relationship with students. 2 3 4 5 
Comments: ______________________ _ 
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INSTRUCTIONAL BEHAVIORS 
14. Expresses confidence in child's ability 
to succeed. 2 3 4 5 
15. Gives guidance to students: makes 
purpose and main principles of lesson 
obvious to students. 2 3 4 5 
16. Encourages learning through modeling: 
asks children to imitate. 2 3 4 5 
17. Encourages cooperation and development 
of group feeling. 2 3 4 5 
18. Holds internal class discussions relating 
concepts to students' experience 2 3 4 5 
Comments: 
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CURRICULUM RELATED BEHAVIORS 
19. Emphasizes global aspects of concepts; 
clearly explains performance objective. 2 3 4 5 
20. Personalizes curriculum. 2 3 4 5 
21. Humanizes curriculum. 2 3 4 5 
22. Uses teaching material to elicit 
expression of feelings from students. 2 3 4 5 
Comments: 
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Multicultural Education Inventory 
Name: 
Ethnic and/or cultural group: _____________ _ 
Please read each statement carefully and place the answer on the 
line next to the number using the scale below that best reflects 
your opinion. 
SA::STRONGLY AGREE A::AGREE N:NO OPINION 
D:DISAGREE SD:STRONGL Y DISAGREE 
1. Teachers should use objectives, instructional strategies, and 
learning materials that reflect the cultures and cognitive 
styles of the various ethnic and cultural groups found in the 
classroom. 
__ 2. 
__ 3. 
__ 4. 
__ 5. 
__ 6. 
Teachers should help students understand the experiences of 
various ethnic and cultural groups. 
Teachers should help students identify and understand the 
ever-present conflict between ideals and realities of human 
societies. 
Teachers should promote values, attitudes, and behaviors 
that support ethnic and cultural diversity. 
Teachers should provide opportunities for students to 
develop sound methods of thinking, valuing, and using 
knowledge about issues related to ethnic and cultural 
groups. 
Teachers should provide opportunities for students to 
develop skills necessary for effective interpersonal and 
intercultural group interactions. 
7. Teachers should introduce students to the experiences of 
persons of widely varying backgrounds in the study of ethnic 
and cultural groups. 
__ 8. 
__ 9. 
__ 10. 
11. 
When comparing differing perspectives teachers should be 
fair to all racial, ethnic, and cultural groups. 
In the classroom, teachers should provide content related to 
ethnic and cultural groups that extends beyond special 
units, occasions, and holidays. 
Teachers should use materials written by and about ethnic 
and cultural groups. 
The perspectives of various ethnic and cultural groups 
should be represented in lessons and instructional materials. 
12. Students should read and hear poetry, short stories, novels, 
folklore, plays, essays, and autobiographies of a variety of 
ethnic and cultural groups. 
__ 13. Students should examine the music, art, architecture, and 
dance of a variety of ethnic and cultural groups. 
14. Members and resources of the local ethnic and cultural 
communities should be continually used as classroom 
resources. 
15. Teachers should help students better understand themselves 
in light of their ethnic and cultural heritages. 
16. The atmosphere in a classroom should reflect an acceptance 
of and respect for ethnic and cultural differences. 
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__ 17. 
__ 18. 
__ 19. 
__ 20. 
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Teachers should use a variety of assessment procedures that 
reflect the ethnic and cultural diversity of students. 
The elementary teacher education program provides 
opportunities to gain knowledge and understanding about 
various racial, ethnic, and cultural groups. 
The elementary teacher education program provides 
opportunities for preservice teachers to explore their 
attitudes and feelings about their own ethnicity and others. 
The elementary teacher education program provides 
opportunities for learning how to create and select 
multicultural instruction materials and how to incorporate 
multicultural content into curriculum materials. 
Adapted from: Banks, J. A., Cortes, C. E., Gay, G., Garcia, R. L. & Ochoa, A. S. (1992). 
Curriculum guidelines for multicultural education. Social Educatjon. ~. 274-294. 
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Summary Interview Protocol 
Telephone Number for the Summer: ---------
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1. Tell me the most meaningful things that has happened to you 
as a classroom teacher? 
2. Describe yourself as a teacher. 
3. In working in the classroom next year (or in the next year or 
two), what are the things you think about most? 
4. What were the biggest challenges you faced as a teacher? 
5. How would you describe the demographics or profile of the 
students in your classroom? 
6. What do you think the teacher's role should be when discussing 
diversity? 
7. What experiences during these last two year have prepared 
you for teaching to a diverse student population? 
8. How do you teach to diversity? 
9. How do you teach about diversity? 
10. How do you define multicultural education? 
11. How do you create a multicultural environment in your 
classroom? 
12. How do you communicate with parents who are culturally or 
ethnically different from you? 
13. I am going to show you again the multicultural education 
inventory that you did last week. Could you explain why you 
defined or did not define your ethnic or cultural group as " "? 
Could you elaborate on some of the statements in the 
multicultural education inventory? 
305 
1. Teachers should use objectives, instructional strategies, and 
learning materials that reflect the cultures and cognitive 
styles of the various ethnic and cultural groups found in the 
classroom. 
2. Teachers should help students understand the experiences of 
various ethnic and cultural groups. 
4. Teachers should promote values, attitudes, and behaviors that 
support ethnic and cultural diversity. 
5. Teachers should provide opportunities for students to develop 
sound methods of thinking, valuing, and using knowledge about 
issues related to ethnic and cul~ural groups. 
8. When comparing differing perspectives teachers should be fair 
to all racial, ethnic, and cultural groups. 
19. The elementary teacher education program provides 
opportunities for preservice teachers to explore their 
attitudes and feelings about their own ethnicity and others. 
20. The elementary teacher education program provides 
opportunities for learning how to create and select 
multicultural instruction materials and how to incorporate 
multicultural content into curriculum materials. 
The next set of questions deals with what you specifically wrote in 
your journals during your professional studies. 
Thank you. 
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Preservice Teachers' Means for GrouQ Identification 
Question One Question Two Question Three 
Students 
Evelyn 4.7 (H) 4.0 (H) 4.4 (H) 
Hannah 4.6 (H) 4.3 (H) 3.3 (MH) 
Helen 4.1 {H) 4.0 (MH) 4.7 (H) 
Mary 3.9 (MH) 4.1 (H) 4.6 {H) 
Terry 3.6 (MH) 3.6(MH) 4.3 (H) 
Ivy 4.4 (H) 4.4 (H) 1.7 (ML) 
Edith 2.9 {M) 3.8 {MH) 4.3 (H) 
Eve 4.3 {H) 2.4 (M) 3.0 (M) 
Linda 3.4 (MH) 2.3 (M) 3.3 (MH) 
Ursula 2.5 {M} 3.6 (MH) 3.3 (MH) 
Irma 3.4 (MH) 3.7 (MH) 1.5 (ML) 
Anna 3.0 (M} 2.0 (ML) 2.2 (M) 
Harriet 2.9 (M) 2.0 (ML) 3.0 (M) 
Ida 1.7 (ML) 2.4 (M) 3.3 (MH) 
Tammy 1.8 (ML) 2.4 (M) 3.3 (MH) 
Abby 2.8 (M) 2.3 (M) 1.8 (ML) 
Iris 2.0 (ML) 1.6 (ML) 3.0 (M} 
Allison 0.7 ~q 1.0 {L} 1.3 {ML} 
H: High 
MH: Medium-High 
M: Medium 
ML: Medium-Low 
L: Low 
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Attributes for Preservice Teachers with Perspectives at High Levels 
The preseryice teachers perspectives toward multicultural 
education as they complete their final year of professional 
coursewgrk and Internships. 
One: Teachers should be respectful of students' ethnic and cultural 
differences In the classroom. 
- Maintain a sense of respect for all children regardless of their ethnic identity. 
- What each person does is important, what other people do is important, everything has value, 
an atmosphere of respect for everyone and themselves. 
- Provide examples for students on how to interact with all people, especially people who are 
ethnically or culturally different. 
- Remain cognizant of the differences found in classroom, especially during the planning stages 
of a lesson or unit 
Two: Teachers should be familiar with their own perspectives and understand 
how they can effect students self-concepts, academic abilities, and 
educational opportunities. 
- A heightened awareness of the impact teachers have on their students. 
- Interaction between teacher and students must be carefully thought out by teachers in order 
to not cause any psychological damage to the children. 
- Understand how everyone's group affiliation including teachers affects how they will interact 
with people, especially their students which can affect student behavior. 
- A teachers personal experiences in school as a student will affect their perspectives as a 
teacher. 
Three: Teachers should be caring and supporting students' individuality by 
creating an atmosphere where they are allowed to freely express themselves 
in a respectful manner. 
- Learn about their students, by encouraging the students to express their feelings and opinions. 
- Key into the immediacy of the children's needs, which helps to create an atmosphere for 
encouraging the feelings and desires of the children. 
- Learning comes from the student and their experiences, rather than from the teacher's 
experiences. 
- A caring relationship must develop between students and teachers. 
- Create a classroom atmosphere of respect to encourage and enhance self-esteem. 
- Reinforce the reality that people are different and we as a society must respect those 
differences. 
Four: Teachers should understand how each child's ethnic background affect 
the way they learn in school and help students understand the experiences of 
various ethnic end cultural groups by bringing into the classroom different 
perspectives. 
- A child's ethnicity is sometimes reflected in their behavior. 
- Teacher must go beyond their own experiences and bring in other perspectives that may be 
more beneficial and enhance the students understanding of the lesson. 
- Explore global and historical issues that go beyond the confines of the students' community. 
- Present different perspectives in the classroom materials and multiculturalism will mean a 
lot more to people. 
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• Provide relevant learning experiences for all students. 
Five: Teachers should respect and communicate with parents in a manner that 
parents able to feel comfortable expressing their needs for their children. 
- If parents are culturally different from the teacher, the teacher will have to be respectful of 
the parents, by listening to what they are saying and knowing that they are not just saying 
things to be difficult, most parents have genuine concerns about the education of their child. 
- Not all parents are the same and teachers must respect and communicate in a manner that the 
parents can understood. 
- Do not to impose personal beliefs any more than the parents should impose theirs on the 
teacher. 
The preservice elementarv teachers description the eyolution of 
their multicultural perspectives during the two years of 
professional stydles. 
One: Teachers should develop a knowledge base for the diversity found in the 
classroom. 
- Many teachers present the material well, but rarely deal with the issues the students were 
the most concerned about. 
- A diverse student population brings into the learning process a multitude of ways to learn. 
- Help students understand and appreciate different cultures and people who are different for 
themselves. 
- Every student in the classroom must have their needs addressad in the manner best suited to 
their learning style. 
- The role of the teacher is to allow for and design activities for the diversities found in the 
classroom. 
- Many children grow up in environments that were ignorant of the diversities of others. It is 
from being ignorant that most of prejudices are formed and the role of the teacher is to teach 
children about diversity and differences in the world which will dispose of these prejudices. 
Two: Teachers should learn to understand how the children's personal lives 
affect their behavior in school. 
- The lessons have to be geared where children come from, and what their experiences are at 
home and that could be ethnic, or can be economic, or the stability in the home. 
- The reasons for learning about the children lives beyond the classroom will enhance the 
classroom environment. 
- Be able to recognize at least some of the students' needs and meet them to the best of a 
teacher's ability. 
- Be able to ask people questions about their ethnicity and feel comfortable about answering 
those types of questions. 
Three: Teachers should be aware of different perspectives when selecting and 
utilizing multicultural materials in the classroom. 
- Multicultural education must be internalized into the educational philosophy. 
- Students must learn by experiencing the material, rather than being told about the material. 
- Hands-on learning, makes it a more personal and important experience for children, if it is 
important to the children and personal to them, then they are going to want to continue with it. 
Four: Teachers must develop the skills to create a supportive and open 
learning environment. 
- Provide a learning environment where each child is welcomed. 
- Attempt to reach each student on some leveL 
- Do not see a child as a bad kid, but see a child who needs a lot of care. 
- Create a classroom where children have a say in what they do. 
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- Need some balance when discussing social or political problems in the classroom, so children 
will not feel so insecure and upset 
How the preserylce teachers connect multicultural education 
perspectlyes with classroom pmctlces during their stydent 
teaching. 
One: Teachers should develop an awareness of the ethnic and cultural 
differences found In the student teaching classroom. 
• Teachers past experiences help understanding the complexities found in the classroom and 
provides a base for creating an environment conducive to learning. 
• Listen to the chiidrens' stories about their lives outside of school, this helps teachers better 
understand why certain children would come to school not ready to learn. 
- Family situations do not depend on socioeconomic status, ethnicity. or the child's cultural 
group, many children come from homes with- a lot of. family problems, while many children have 
supportive parents and their home lives was relatively stable. 
Two: Teachers should develop a warm and caring environment where the 
children develop a sense of success. 
- Social atmosphere is an important part to the development of the children's ability to learn, 
children need to work together to accomplish the purpose of most lessons. 
- Children should be touched if they want to in a caring and respectful manner. 
- Verbal praising makes children feel good about their abilities. 
- Children should always respect each other. 
- Provide avenues in each lesson which allow for personal expression. 
- Lessons should be designed so children are allowed to use trial and error without a sensa that 
getting the incorrect answer meant they are failures. 
Three: Teachers should present material that is relevant tc the children and 
different perspectives. 
• Do not ignore where students come from. 
- Studying about different groups, for example Women's History or Black History should not be 
one day occurrences, but should be a natural part of the curriculum. 
- Materials must introduce to the children that people are not alike, even in environments 
where the classroom environment is homogenous, it is the teacher's responsibility to discuss 
and expose the children to different perspectivas. 
- Exposure to different cultures should not be discussed in a blatant manner, but allow those 
differences and similarities to be exposed in a suttle manner. 
- Help the children understand that because a perspective is not the American way, that does 
not mean it is wrong. 
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Attributes for Preservlce Teachers with Perspectives at Medium-
High Levels 
The preserylce teachers perspectives toward multicultural 
edycatlon as they complete their final year of professjonal 
coursework and internships. 
One: Teacher should be a guide when exploring Issues concerning diversity. 
• Demonstrate a leadership role, when discussing diversity. 
• Be a guide in discussions about diversity, while children demonstrate a leadership role. 
• The goal for a discussion about diversity is to understand that all people are similar and 
different no matter what their ethnic and cultural group affiliation The role of the teacher is to 
guide the students through this realization, by demonstrating open-mindedness. 
Two: Teachers should teach according to the Individual needs of the students 
In the classroom. 
• Learn about the experiences of the children in order to be able to better connect with their 
students in a positive and beneficial manner for the teacher and students. 
- Recognize the importance of the cultural backgrounds of the children to the learning process. 
• Vary teaching styles to meet the diverse learning styles of the children. 
Three: Teacher should discuss and interact with different cultures within the 
classroom and extend the discussion beyond the classroom. 
• Children need to learn to get along and learn from each other, while teachers must provide the 
environment for this to take place. 
• Cooperative learning provides a way for students to interact with children with varying 
backgrounds. 
• When children are working as a group or a community, they will learn to accept differences 
by this daily interaction. 
- An important outcome for lessons is that children should gain respect for people of different 
cultures. 
- A discussion on diversity fosters a sense of equality. 
Four: When interacting with parents, teachers should be respectful of their 
beliefs, be honest and listen carefully to their needs. 
- Need to treat all parents equally. 
- Need to get background information on the parents in order to know how to approach them. 
- Realize that parents are not all alike and sometimes you need to explain things differently. 
But the overriding goal was to make parents feel satisfied that the teacher are providing their 
child with excellent learning experiences. 
The preservice elementary teachers description the evolution of 
their my!tlculfural perspectjyes dyrjng the two years of 
professional studies 
One: Teacher should become aware of themselves, to understand how their 
behavior can effect the students behavior. 
- Much of what one believes in unconscious, until someone points it out it will remain dormant 
in the subconscious. 
- Awareness of other people's perspectives makes the teacher more aware of their own 
personal surroundings. 
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- Multicultural edl.lcation will not occur in classrooms unless teachers provides multicultural 
education opportunities. 
- Teachers attitudes toward children can affect the children's abilities to learn. 
- Caring for all children no matter what was their ethnic and cultural group identification. 
- Labeling children at-risk because the children do not have the same qualities or values of the 
norm or majority and gives a negative connotation for children. 
Two: Teacher should understand that the personal lives of children affect the 
way they laarn and behave in school. 
- Children's behavior, which may be linked to their ethnic or cultural group identity, can be 
utilized to maximize their learning. 
- Have different expectations for each individual child. 
Three: Teachers should create a supportive environment, which addresses 
different learning styles, abilities, and experiences. 
- Being more suttle than directive toward children, there are a lot of things that the children 
pick up on especially unfair treatment and they will let you know if it is unfair. 
- Multicultural education is not only teaching other kids about other ethnic people, but to teach 
about themselves and other people around them. 
- Not force the children to believe a certain way and have the children believe that their 
perspectives were not wrong. 
- A teacher's role is to explain things and help the children understand that there are a!l 
different people in the world, with differing beliefs, and there are no correct beliefs. 
Four: Teachers should introduce and discuss different cultural perspectives 
In the classroom. 
- Impossible to present all cultures, teachers must begin by identifying all the cultures in the 
classroom. 
- Show how cultures are unique, while also showing the strands that bind us together. 
- The many cultures of each child dramatically affect how children come into the classroom. 
- Education would be more productive if children were not first thrown into very uncomfortable 
and frustrating situations. 
How the preservice teachers connect multicultural education 
perspectives wjth classroom practjces durjng thejr student 
teaching. 
One: Teachers should create a multicultural learning environment by 
presenting different perspectives. 
- Have different things in the room, posters, pictures of people living in different parts of the 
world, having a variety of books, talking about different people, and their traditions. 
- Bring in people who lived in other cultures to speak about their culture or their experiences 
living in another culture. 
- Multicultural education is not having Asian day and eat with chop-sticks. 
- Create an atmosphere were the classroom environment is open to different kinds of people. 
Two: Teachers should create a supportive learning environment, where 
students can freely express their own perspectives. 
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- Successful teaching means one must give an enormous amount of genuine encouragement to 
the kids, encouragement promotes a safe environment for children to express their opinions 
about the topics discussed in class. 
- A safe environment allows the children to freely express their feeling~ and opinions either to 
the teacher or to the whole class. 
- Make learning meaningful to the children, they will be able make connections to real life. 
Three: Teachers should provide a variety of teaching methods to target the 
various learning styles. 
- Many children will only understand the concepts if it is presented in a way that they can 
relate to. 
- Do different things because a lot of the children need it, and it makes learning richer, use all 
different ways of teaching in order that you reach all children. 
- Put students who generally do not play or wol1< t-:>gether, so they learn responsibility and 
respect for each other, that builds their confidence and a real loving environment, when you 
are helping peers. 
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Attributes for Preservlce Teachers with Perspectives at Medium 
Levels 
The preserylce teachers perspectives toward multicultural 
education as they complete their final year of professjonal 
coucsework and Internships. 
One: Teachers should be aware of one's own ethnicity and how that effects 
ths Interaction with students. 
• The teacher's perspectives should be considered and be respectful o1 those students who have 
different beliefs, when preparing lessons and the daily interaction with the students. 
• A teacher should have a good personality in their interactions with their students. 
Two: Teachers should be aware of the children's perspectives and understand 
how they influence what they learn. 
• Understand the children's needs and help the children try to meet them. 
• Learn about the issues that are important to the students 
• Discuss issues that are important to the students. 
Three: Teachers should create a caring community In the classroom, by 
presenting different perspectives, students contribute to the learning 
process, and students can freely express their perspectives. 
- Creating a community in the classroom will help the students better understand the 
differences found in the classroom and will breakdown the barriers of prejudice set up by 
society 
• Teach the children to work together. 
• Students need to understand that America right now is a land of so many different people and 
they are going to have to deal with people from other cultures no matter what they do in life. 
• Children must contribute to the teaming process to be a successful student. 
- The success of students is dependent upon the ability of the teacher to provide an atmosphere 
where the children were allowed to express their feelings and opinions. 
Four: Teachers should recognize the diversity in the classroom in all aspects 
of the learning process. 
- Classrooms that contain students with different abilities, the teachers should plan accordingly 
to these differences . 
• Know your students well enough to be able to adjust whatever you have planned whether it 
would be field trips or outside resources or whatever, you have to take into consideration their 
differences. 
- Every single child is alike, no child is alike. 
Five: When communicating with parents, teachers should be open, honest and 
respectful. 
- Teachers must have the child's best interest in mind when communicating with parents, while 
remaining firm and true to their perspectives, but also respect the beliefs of the parents. 
- Parents should feel welcomed and part of their child's education. 
- Interaction among parents and teachers should not be a struggle, but a partnership. 
- Go into a discussion with parents with an understanding of how the parents might feel. 
The preservice elementary teachers description the evolution of 
their multicultural perspectlyes during the two years of 
professional studies. 
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One: Tea~;h•r• ~~ould understand how theii' own perspectives can effect the 
learning processes of the children in the classroom. 
- A teacher's own personal experiences and what work best for me in the learn process affect 
the way they teach. 
- A teacher's own perspectives guide the way each teaches and construct everything else they 
do and say as an individual. 
- Responsible to help students at a young age to not internalize prejudices. 
- Responsibility of the teacher to help the children understand the diverse nature of our 
society. 
- View each child as an individual. 
Two: Teachers should be aware of the ethnic and cultural backgrounds and 
experiences of the students in the classroom. 
- Learn about the current status of the children, by finding out about their past, and their whole 
attitude about learning, which can help teachers relate the lessons to the children's 
experiences, the children will more likely remember by this method of teaching. 
- Understand what the students already know will shape their behaviors. 
- Must be realistic in what is going between.students. 
Three: Teachers should select and utilize materials that reflect different 
cultural and ethnic groups Inside and outside the classroom. 
- Select materials and emphasize that people may appear to be different, people are also 
similar. 
- There should be no sign of stereotypes in materials. 
- Materials should expose students to appreciate other cultures that are different from their 
own. 
Four: Teacher should make learning relevant to the lives of the children by 
presenting different perspectives. 
- Children will learn material that has importance in their lives. 
- Discuss the similarities and differences among people. 
- Expose children to different perspectives in the classroom. 
How the preservice teachers connect multicultural education 
perspectives wjth classroom practices dyrjng thejr student 
teaching. 
One: Teachers should be aware of the diversity among students in the 
classroom. 
- Cannot judge students by their physical characteristics or their social status, children bring 
into the classroom a variety of qualities that make up the whole child. 
- Children have many academic abilities which are not related to their ethnic or group 
identification. 
Two: Teachers should create a safe and caring environment in the classroom. 
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-Provide every child the same chance and never embarrass students if they do not know an 
answer. 
- Provide the encouragement and the opportunities to succeed and still be challenged. 
- Create an environment where the children were given the freedom to express feelings and 
opinions. 
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Attributes for Preservlce Teachers with Perspectives at Medium-
Low Levels 
The preservlce teachers perspectives toward multicultural 
education as they complete their final year of professional 
coursework and Internships. 
One: Teachers should be knowledgeable about their students and discuss 
diversity In a caring and respectful manner. 
- Give equal time of study to each one of the different cultures represented in my classroom. 
- Listen with open minds ar.d be willing to learn all that you can learn about the children. 
- If a group of students is going to spend a lot of time together, there should have a feeling of 
respect in the classroom. 
- Expose yourseH to all different types of cultures, through books. 
- Discuss and learn about diversity. 
Two: Teachers should promote equality and respecting differences when 
discussing and learning about diversity. 
- Diversity is learned through different books, different things, different materials from other 
places, have different pictures of different places. 
- Through reading one can learn about places and people that they may not meet any other way. 
- Show interest in what the children are saying and promote values and attitudes of different 
ethnic and cultural groups. 
- Make the children aware that people being different 
The preservice elementary teachers description the evolution of 
their multicultural perspectives durjng the two years of 
professional studies. 
One: Teachers should understand hew the perspectives of the teacher can 
effect the students ability in the classroom. 
• Anything that helps students do their best is a good idea .. 
- The teacher is the foundation of a student's knowledge and learning experiences. 
- The teacher is responsible for providing the knowledge for the students to learn. and takes 
this knowledge and builds the information into the minds of children and is the constant support 
system for children. 
Two: Teachers should develop an understanding of the experiences of the 
different ethnic and cultural groups In the classroom. 
- A child growing up in an environment with segregation has a different opinion of people of 
color as children do today with no specific segregation, these kids have grown up with children 
with different colors in their schools and neighborhoods. 
• Children should experience the feeling of being discriminated against. the classroom provides 
a safe environment to experience discrimination, similar to the experiment in the video. 
Three: Teachers should create an environment that encourages children to 
experience different learning styles. 
- Pick the literature and different activities and try to meet all the people who need the 
variety of learning styles. 
- Ask children what their interests are, how they learn best, and try it incorporate their 
learning styles and interests with the school's curriculum. 
How the Dreserylce teachers connect multlcyltural education 
perspectives with classroom Practices during their student 
teaching. 
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One: Teachers should develop an understanding of how the diversity found in 
the classroom impacts upon the learning process. 
- Learn what children think about, in order to create a learning environment suitable for the 
children in the classroom. 
- Adjust the assignments and the lessons for each child. 
- Learn and understand the different academic ands social levels within the classroom. 
Two: Teachers should create a supportive environment where children feel 
safe in exprcasslng and develop their own perspectives. 
- Give the students the opportunities to develop their own ways of how they think or how they 
feel about issues. 
- Children need to discuss their personal experiences as they relate to a lesson. 
- Teachers are responsible to develop the children's communication skills, communication 
allows children to relate the lesson to something they have experienced. 
- Children need to learn things from each other, which builds a family feel. 
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THE UNIVERSITY OF NORTH CAROUNA AT GREENSBORO 
Instructions for Completing the 
Applic:ttion for the Use of Human Subjects in Research 
All research with human subjects conducted by students, faculty, or staff at UNCG. whether or not 
requests for outside funding are involved, must be reviewed initially by a member of the University's 
Institutional Review Board. To initiate this review, the investigator/project director must complete anc.J 
submit the attached application and forward it to the IRB member in his/hercollege/schoolfdepartment. 
If the research does not qualify for exempt status, the IRB member will determine if an expedited or full 
committee review is appropriate. The applic.ttion is then forwarded to the Office of Research Services 
with the IRB Member's recommendation. The University IRB meets if a fUJI review is necessary. You 
will be informed by the fRB regarding the disposition of your appfiotion. 
Please submit your human subjects application as early as possible. Data cmnot be collected prior to 
receiving an approv;al form from the I RB. 
Any changes in r~se;m;h protncnl tha~ affect human subjects must be appro\·ed by the IRB prior to their 
implementation unless the:::;~: changes are necessary to eliminate app:trenr immediate hazards to the 
subject. Any unanricipatt!U problems im·olving risks to subjects or others mu:;t be promptly reported to 
the rRB. 
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1. BRIEF STATEMENT OF PROJECT GOALS: 
A case study will be using University of North Carolina at 
Greensboro students who are completing their professional studies 
in teacher education. The purpose of this study is to investigate 
how elementary preservice teachers develop a multicultural 
education perspective and how these perspectives are practiced 
during their student teaching. 
2. PROTOCOL: 
This researcher will be employing ethnographic techniques 
that provide the means to develop a story of how six preservice 
elementary teachers come to a multicultural perspective and how 
they practice multicultural education in the classroom. The study 
will begin February 1, 1994 and end on April 30, 1994. The study 
will analyze the preservice elementary teachers from several 
sources: (1) archival data, (2) concept-mapping, (3) simulated recall, 
(4) structured interviews of the participants, and (5) structured 
interviews of the university professor~ 
The archival data consists of student portfolios the professor 
in charge of the inquiry team has maintained for each member of the 
team. The portfolio contains: journal entries and replies by the 
professor, student self-evaluations, cooperating teacher 
evaluations, case studies on students in their internship classrooms. 
learning styles inventory, academic transcripts. and personal 
information. The portfolios provide information regarding the 
evolution of the student from the ::;oint of entry into the program to 
:1eir present s:atus. 
Concept-mapping is a method to understand the key concepts 
and procedures :he preservice teac;--.ers er.;ploy when they deveicp 
lessons from a multicultural perspectives. The researcher will ask 
each preservice teacher to map cut a lesson observed. 
Simulatea recall is a way for the researcher to understand the 
::;reservice teac~ers' :houghts anc perceptions of !heir :eaching. A 
;essen wiil be videotapea and later playea back in the presence of 
::.e researcher and :he preservice :eacher. The goal is ~o have the 
preservice teacner recall and :n:erpret specific behaviors. 
Structured and unstructurea interview data wiil be ccilected 
throughout tr.e semester. The Six participants will be formaily 
r.terviewed c:..:~ing :heir Stt..;dem :eaching semester. The f:rst 
s:ruct:Jred interviews wiil :ake ::;iace early into :he student 
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teaching semester and the second structured interviews will take 
place while the preservice teachers have taken complete control of 
the classroom. The professor who directs the participants' inquiry 
team will provide input through structured and unstructured 
interviews. All the structured interviews will take place 
individually and will be audiotapped. 
3. BENEFITS: 
The benefits are to further the base of knowledge on how 
preservice elementary teachers develop a multicultural perspective. 
The findings contribute to the knowledge base of teacher preparation 
with useful information that will facilitate in the design of 
multicultural teacher preparation programs. 
4. RISKS: 
All information obtained will be kept confidential between the 
participants, Dean Cristol (principal investigator) and dissertation 
committee members (Or. Ceola Baber, Dr. David Strahan, Dr. D. 
Michelle Irwin, and Dr. Willie Baber). All data will be under the 
control of Dean Cristo! and kept in safe keeping. All data received 
wiil be destroyed by Dean Cristo! when the research has concluded. 
The identity of the participants will be kept strictly confidential. 
The short form will be signed by the participant at the time of 
the oral presentation. 
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ORAL PRESE!'c!ATIO!': 
The case study is entitled; ~Development of preservice 
teachers' multicultural philosophy of education." The study wiil be 
concerned with how you have developed a multicultural education 
philosophy during your professional studies. The case study will 
include archival data, concept-mapping, simulated recall, structured 
interviews of the participants, and structured interviews of the 
university professor. 
The benefits for the study are to further the base of knowledge 
on how preservice elementary teachers develop a multicultural 
perspective. The findings contribute to the knowledge base of 
teacher preparation with useful information that will facilitate in 
the design of multicultural teacher preparation programs. There 
will be no risks for you since all data obtained will be kept 
confidential between you. my committee members (Or. Ceoia Baber. 
Dr. David Strahan. Dr. D. ~·.1iche!!e lrNJn. and Dr. Willie Saber). ana 
::iyse!f. Dean Cristo!. 
:aoe reccrc :~; :~te:v:evvs a.~c v:cec:aoe sc~e cf yo~~ essc:;s. ~/C~ 
::--. :: =:-:::..:' .. : ·_ .. - -· 
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